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Abstract 
 
Health and Physical Education (HPE) futures are currently the focus of much speculation. 
Part of the conjecture relates to the role of the HPE teacher, as the subject’s curricular work 
is increasingly outsourced to external agencies. There is, however, currently a dearth of 
information on how HPE curriculum, pedagogy, and assessment are being shaped by the 
interests, agendas, and knowledge of external agencies. Moreover, little is known about the 
pedagogical experiences of students in externally provided HPE lessons and their 
perspectives on outsourcing. This thesis seeks to begin to address these knowledge gaps. 
Guiding this study are research questions about how the decision to partner with an external 
agency impacts curriculum, pedagogy, and assessment within HPE as well as how students 
view the involvement of external agencies in HPE. 
Tennis Australia’s Tennis in Secondary Schools (TSS) Program was selected as a 
specific case study for this thesis through the process of conducting network ethnography. 
This methodological approach included: completing a web-audit of the Australian 
marketplace of external providers available to HPE teachers; collecting Tennis Australia’s 
advertising, product materials, and teacher resources; and conducting a semi-structured 
group interview with three of their employees who worked in departments focused on 
Schools, Program Development, and Coach Education. A critical discourse analysis was 
undertaken on these data sources. An independent, co-educational secondary school in 
Australia delivering the Cardio Tennis component of Tennis Australia’s TSS Program was 
then selected as a research site. Data were generated through: focus groups with 25 Year 
Eight students; semi-structured individual interviews with four school staff, in the roles of 
Senior Lead Teacher, Junior Lead Teacher, HPE Teacher, and Tennis Coach; and 
observations of their Cardio Tennis lessons. These school data were then thematically 
analysed. Both analyses were informed by Bernsteinian theory. Findings from this research 
are presented across three chapters.  
The findings demonstrated that Tennis Australia is creating increasingly sophisticated 
programs by investing in understanding Australian curricular requirements. This study also 
highlighted the changing role of the HPE Teacher, in particular their growing responsibility 
to: evaluate external providers and critically analyse their marketing claims (knowledge-
brokers); mediate the interests and agendas external providers bring into HPE (boundary 
spanners); and determine the appropriate division of labour between themselves and the 
external provider for curriculum, pedagogy, and assessment (boundary spanners). Further, 
the data generated with students reinforced how crucial it is to seek out their voices and 
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perspectives. The students in this study offered unique insights into pedagogical and ethical 
issues relating to teaching and learning in their externally provided HPE classes. 
This thesis makes a number of academic contributions. Firstly, the findings of this 
study emphasise the need to develop a definition of outsourcing that is more relevant and 
reflective of the practice in HPE, rather than simply transferring a business and management 
definition into this context. Secondly, this thesis demonstrates the utility of network 
ethnography as a methodology for researching pedagogic spaces and engages with 
Bernsteinian theory in a way that contributes meaningfully to the rich range of theoretical 
perspectives on the outsourcing of HPE. Finally, the findings begin to address the 
knowledge gaps in the field in relation to how the outsourcing of HPE operates in, and 
impacts, secondary school contexts, the effect that educational partnership decisions have 
on curriculum, pedagogy, and assessment in HPE, and student perspectives on the topic. 
This new knowledge has the potential to not only impact the future of HPE teachers and 
their work, but also facilitate the creation of guidelines for how schools should engage with 
external entities if outsourcing HPE curricular work. 
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Introduction 
 
In 2017 the Australian Government attempted to discontinue their funding of Life Education 
Australia, a move that would have seen the end of Life Education Australia’s mobile health 
education program and their mascot Harold the Healthy Giraffe. This announcement led to 
numerous news articles about how this decision would ‘deny Australian school kids their 
visits from the nation’s favourite giraffe’ (‘Life Education Australia’s Healthy Harold’, 2017) 
and there was a large social media backlash. The ‘iconic’ nature of Healthy Harold, ‘a van-
dwelling, fluffy puppet giraffe’ (‘Life Education Australia’s Healthy Harold’, 2017) is such that 
some journalists argued that ‘for many young Australians, being taught about sexual health, 
and the dangers of drugs, alcohol and cigarettes by a cartoon giraffe while sitting in a dimly-
lit caravan was a rite of passage’ (Sargeant, 2017). Such was the intensity of this public 
outcry that the Australian Government rethought their decision to cut funding for Life 
Education Australia. In each of the articles published on this topic, the beloved, integral, and 
‘nostalgia-tinged’ role that Healthy Harold played was never in doubt. What was raised by 
one commentator, however, was that ‘no one has ever been able to sufficiently explain to 
me why it was decided that the best person to give advice on the health of the human body 
was a giraffe’ (McLeay, 2017). Viewing Healthy Harold more broadly as an example of 
external providers delivering1 programs in schools, there are many more questions yet to be 
asked and answered about their role in education. 
The subject which Healthy Harold’s program content most closely aligns with, Health 
and Physical Education (HPE), and its future are also currently the focus of much 
speculation (Gard, Hickey-Moody, & Enright, 2013; Kirk, 2010; Macdonald, 2013; 2015), 
albeit with less media coverage. Part of the conjecture relates to the role of the HPE teacher 
as the subject’s curricular work is increasingly outsourced to external agencies, such as Life 
Education Australia. Although it might be said that the subject has not suffered as dramatic 
a ‘fall’ (Hoffman, 1987) as predicted in the ‘not so sweet dreams’ (Tinning, 1992) about the 
outsourcing of HPE curricular work, an increasing number of empirical studies are providing 
evidence that many of the disconcerting predictions in the futures-based outsourcing 
literature have begun to materialise. It is crucial, therefore, that more empirical work on the 
outsourcing of HPE is undertaken. Contributing to the current body of literature on this topic 
is one of the primary aims of this thesis. It is first necessary, however, to examine the context 
in which outsourcing has become prevalent and explore its connection to HPE. 
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Background 
Neoliberalism 
There almost appears to be an inverse relationship between the volume of 
scholarship produced on neoliberalism and the agreement over exactly what 
it means! (Ward & England, 2007, p.8). 
 
Although there is no shortage of rival definitions of neoliberalism, and many 
have been willing to associate themselves with one definition or another, a 
pronounced trend has been to insist that the concept should not or cannot be 
neatly defined (Cahill & Konings, 2017, p.11). 
 
Defining the ‘oft-invoked’ (Mudge, 2008, p.703), ‘loosely used’ (Ball, 2012, p.18), ‘catch-all 
term’ (Higgins & Larner, 2017, p.2) of neoliberalism is a complicated task. This is because 
it is not ‘monolithic in form’ (Peck & Tickell, 2002, p.384). It has emerged in ‘different guises’ 
(Davies & Bansel, 2007, p.250) and is ‘enacted and rendered workable’ (Higgins & Larner, 
2017, p.2) differently in different places, creating indigenised (Kingfisher & Maskovsky, 
2008) iterations. Neoliberalism also has internal contradictions (Apple, 2017; Larner, 2003; 
Peck & Tickell, 2002; Shamir, 2008). One example of these contradictions is how market 
‘deregulation’ is a misnomer; governments are retaining control of markets and instead 
‘reregulating’ by developing new rules to support and sustain them, thus creating freer 
markets with more rules (Vogel, 1996). Notwithstanding the complexity and varying 
definitions, there is general agreement (Chopra, 2003; Havery, 2005; Higgins & Larner, 
2017; Kingfisher & Maskovsky, 2008; Larner, 2003; McChesney, 1999; Peters, 2001; Ward 
& England, 2007) on the position of neoliberalism as the ‘specific defining political/economic 
paradigm of the age in which we live’ (Apple, 2006, p.14). Within this thesis, neoliberalism 
is considered broadly to be a ‘framework of political, social, and economic governance’ 
(Chopra, 2003, p.422), with each paper making reference to, or being framed by, broader 
neoliberal ideologies.  
Given that neoliberalism should not be viewed as a unified term, here I will focus on 
just one of the ‘apparently mundane practices through which neoliberal spaces, states, and 
subjects are being constituted in particular forms’ (Larner, 2003, p.511). More specifically, I 
will address the neoliberal tenet of adopting market-orientated sensibilities and the realities 
and effects of this in education. Such is the importance of this tenet that Carvalho and 
Rodrigues (2006) conceive of neoliberalism itself ‘as a renewed theoretical effort to justify 
and argue for the universalisation of market-based social relations’ (p.344). In education, 
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the effect of markets and ‘the new dominant principles of market relevance’ have the 
capacity, according to Beck (1999), to ‘extend into every corner of every sector of education 
– from the organisation of research in universities to the nursery school classroom’ (p.227). 
Marketisation of education is characterised by competition and consumerism (Beare, 
2001; Burch, 2009; Marginson, 1999; Shamir, 2008; Walford, 1996; Watson, Waslander, & 
Strathdee, 1999; Whitty & Power, 2000). At one level, this competition relates to schools 
vying against each other for student enrolments. This is underpinned by a belief that 
‘competition implies choice; choice implies variety; and variety implies that the user or 
consumer will make a selection on the basis of demonstrated quality’ (Beare, 2001, p.67). It 
has been argued that, with increased choice (Davies & Bansel, 2007; Peters, 2017), schools 
would be required to raise their standards and improve their performance to remain 
competitive (Watson et al., 1999). The ‘element of user choice between providers’ (Levaçic, 
1995, p.167) in addition to school autonomy agendas (Whitty, 1997; Whitty & Power, 2000) 
and changes in government regulation are indicative of a ‘quasi-market’. Returning to the 
aforementioned contradiction in government regulation (Vogel, 1996), quasi-markets are 
typically highly regulated, with government controlling ‘such matters as entry by new 
providers, investment, the quality of service, and price’ (Levaçic, 1995, p.167). There are a 
number of consequences associated with quasi-markets in education. For example, Walford 
(1996) described how: 
 
Differences between schools can develop, such that those families that value 
education begin to see schools within a local hierarchy of desirability. Those 
at the top of that hierarchy become highly popular for both families and 
teachers. As they are likely to become oversubscribed, they are thus able to 
select children and families rather than families choosing schools (p.8). 
 
This has the potential to maintain and even exacerbate existing inequalities (Whitty & Power, 
2000). Underpinning all this, is the idea that education has now become a marketable 
product to be traded (Blum & Ullman, 2012).  
An additional feature of some quasi-markets is the introduction of private providers 
to deliver services. While Marginson (1993) warns that marketisation and privatisation are 
not necessarily inextricably linked, Whitty and Power (2000) suggest ‘it is possible to argue 
that some aspects of marketisation contribute to privatisation’ (p.95), and Hogan and 
Thompson (2017) state that ‘the marketisation of education is produced through two forms: 
privatisation and commercialisation’ (p.3). 
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Privatisation 
Again, similar to neoliberalism, ‘privatisation takes place on many fronts and in many 
different ways, and the ideas that underpin it are equally complex. What is certain is that the 
old, simple and clear distinctions between public and private no longer hold’ (Pring, 1987, 
p.290). 
Ball and Youdell (2007) distinguish between privatisation practices ‘in’ and ‘of’ 
education. The former, privatisation in education, is also known as ‘endogenous’ 
privatisation and involves the public sector becoming more business-like (Ball & Youdell, 
2007) and adjusting ‘their internal relations according to market principles and market 
vocabulary’ (Evans & Davies, 2015a, p.12). This involves acting ‘as though they were 
businesses, both in relation to clients and workers, and dealings with other public sector 
organisations’ (Ball, 2007, p.14) and reconfiguring their governance, organisation, design 
and outcomes (Evans & Davies, 2015a). Importing practices and techniques from the private 
sector can be viewed as crucial in education quasi-markets. 
Related to, and often made possible by, endogenous privatisation is ‘exogenous’ 
privatisation, or the privatisation of education. This form of privatisation refers to the ‘opening 
up of the public education services to private sector participation’ (Ball & Youdell, 2007, 
p.13) and represents a blurring of the demarcation between public and private. Private 
providers are now increasingly involved across all sectors in education, and ‘through all 
aspects of assessment, curriculum, pedagogy, and organisation’ (Ball, Thrupp, & Forsey, 
2010, p.229). Their involvement in education is often cited as ‘corporate social responsibility’ 
(Bishop & Green, 2010). There is, however, also significant financial inducement for private 
enterprises to take up the ‘“business opportunities”’ (Ball, 2009, p.84) available in education. 
In 2014, the global value of the education sector was calculated at $4.3 trillion (Verger, 
Lubienski, & Steiner-Khamsi, 2016). 
One example of a practice in which private enterprise is becoming involved in 
education is commercialisation, that is, the ‘creation, marketing, and sale of education goods 
and services to schools by external providers’ (Hogan & Thompson, 2017, p.1). Molnar 
(2006) explains that there are a number of forms of commercialisation including vending, 
that is, selling goods and services to schools such as curriculum resources, assessment 
services, data infrastructures, digital learning, remedial instruction, professional 
development, and school administration support (Hogan, Thompson, Sellar, & Lingard, 
2018). As a practice, commercialisation is not new. Current arguments about this practice 
are instead ‘about intensification rather than novelty’ as ‘the creation of quasi-markets 
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provides fertile ground for new educational goods and services’ (Hogan & Thompson, 2017, 
p.4). Another practice that is growing in prevalence due to education quasi-markets and that 
is a form of both endogenous and exogenous privatisation is outsourcing. 
 
Outsourcing 
Throughout the publications presented in this thesis (Sperka & Enright, 2017, 2018, 
Forthcoming; Sperka, Enright & McCuaig, 2018), I have employed a combination of Mol’s 
(2007) description that outsourcing is the process of obtaining services or products from 
external providers and Lair’s (2012) explanation involving ‘disembedding’ activities from the 
confines of one entity and ‘re-embedding’ them in another. These two definitions, however, 
need to be problematised. While they both accurately describe outsourcing, their broad 
nature places wide boundaries on the practice and means ‘virtually any good or service that 
an organisation procures from outside firms’ (Gilley & Rasheed, 2000, p.764) is outsourcing. 
In education, this would mean activities from acquiring teaching resources to having external 
individuals independently teach full units, would all be considered outsourcing with no 
differentiation. It is important, therefore, to turn to the broader outsourcing literature to 
examine the definitions they present and review how they can complement and add to my 
current definition. 
Many academics (e.g. Brown & Wilson, 2005; Gilley & Rasheed, 2000; Grossman & 
Helpman, 2005) agree that outsourcing extends beyond just purchasing goods and offer 
different explanations of the process. Gilley and Rasheed (2000), for example, claim 
outsourcing is ‘the fundamental decision to reject the internalisation of an activity’ (p.764). 
This explanation is similar to Lair’s (2012). The difference, though, is that the latter 
description focuses on the action of outsourcing, that is, the ‘disembedding’ itself, whereas 
Gilley and Rasheed (2000) emphasise the intent behind the choice. Further, many authors 
writing about outsourcing tend to perceive the practice as occurring when internal production 
of goods and services are discontinued in order to acquire external supplies (Bravard & 
Morgan, 2006; Davis-Blake & Broschak, 2009; Lair, 2012; Mol, 2007; Ritzer & Lair, 2007). 
In this case, the services of an external provider ‘replace or substitute’ what were once 
internal capabilities of the organisation (Brown & Wilson, 2005, p.27). Gilley and Rasheed 
(2000) make the distinction, however, between this form of ‘substitution’ outsourcing, and 
‘abstention’, that is, when a ‘firm purchases goods or services from outside organisations 
even when those goods or services have not been completed in-house in the past’ (Gilley & 
Rasheed, 2000, p.765). Abstention-based outsourcing can happen when an organisation 
wants to deliver services that they have never previously performed internally (Davis-Blake 
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& Broschak, 2009) and are relying on external sources for such ‘value-adding activities’ (Lei 
& Hitt, 1995, p.836). 
Rather than focusing on the reason for outsourcing, Grossman and Helpman (2005) 
discuss the relationship aspect of the practice. They state that outsourcing ‘means finding a 
partner with which a firm can establish a bilateral relationship and having the partner 
undertake relationship-specific investments so that it becomes able to produce goods or 
services that fit the firm's particular needs’ (Grossman & Helpman, 2005, p.136). There are 
several elements of this definition that are crucial to unpack. Firstly, the notion of products 
being tailored to meet an organisation’s needs has the potential to exclude the procuring of 
any ‘pre-planned’, ‘pre-packaged’ or ‘“one-size-fits-all’” (Powell, 2015, p.84) services from 
being outsourcing. In light of this, Grossman and Helpman’s (2005) definition appears to 
favour a ‘long-term relationship between outsourcer and outsourcee that involves, among 
other things, an intensive relationship, one characterised by a high level of trust, refined 
forms of communication and a sharing of risks and rewards’ (Ritzer & Lair, 2007, p.317). 
Forming a relationship of this kind would be deemed ‘strategic outsourcing’ by Brown and 
Wilson (2005) as it has redefined the connection between an organisation and an external 
entity from being ‘buyer and supplier’ to ‘business partners’ (p.24). The idea of an ongoing 
connection between organisations allows for a distinction to be made between outsourcing 
and ‘out-tasking’, the term employed to describe a one-time only deal (Brown & Wilson, 
2005). Finally, and still associated with the formation of relationships, is the ‘bilateral’ aspect 
of the definition. One of Bravard and Morgan’s (2006) six principles for ‘successful’ 
outsourcing arrangements is ‘clear shared value’ which involves ‘striking a fair and equitable 
balance between the benefits achieved’ (p.49) by the organisation and the external entity. 
Within the outsourcing literature, being on the receiving end of a commercial transaction is 
often viewed as the ‘value’ for the outsourcing organisation. There can, however, be 
advantages beyond this for external entities including product promotion and the building of 
brand awareness and loyalty (Kenway & Bullen, 2001). This means that outsourcing 
arrangements do not necessarily need to be determined on the basis of whether there was 
an exchange of money involved. 
I approached my data collection with an awareness of this complexity surrounding 
defining outsourcing. Although I relied on ‘tried and trusted’ definitions such as Mol’s (2007) 
and Lair’s (2012) for this thesis, I was exploring their usefulness as my research progressed. 
An output of my thesis is a reconceptualised definition of outsourcing as a result of this 
above literature and that process. 
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Despite all the different understandings of outsourcing that are presented in the 
literature, there appears to be consensus on the fact that the decision to outsource ‘has the 
potential to cause ripple effects’ (Gilley & Rashheed, 2000, p.764) within an organisation, 
especially in terms of the nature of work (Davis-Blake & Broschak, 2009; Ritzer & Lair, 2007) 
and responsibility (Lair, 2012). While outsourcing ‘is neither intrinsically good nor bad…the 
way it is applied has fundamental impact on how it affects organisations and people’ 
(Bravard & Morgan, 2006, p.xii). It is essential, therefore, to examine how it has been 
employed with HPE. 
 
Outsourcing of HPE in Australia 
There is a growing number of studies that evidence the prevalence of the outsourcing of 
HPE internationally (see Sperka & Enright, 2018 – Chapter Two). While there is also an 
expanding corpus of literature examining outsourcing in relation to extra-curricular activities 
(e.g. Aoyagi, Ishii, Shibata, Arai, Hibi, & Oka, 2013; Aoyagi, Ishii, Shibata, Arai, & Oka, 2014; 
Ng, Chan, & Yuen, 2017; Wilkinson & Penney, 2016), the focus of this thesis is the 
outsourcing of HPE curricular work specifically. 
Within the scholarship on the outsourcing of HPE curricular work, there are many 
studies for which Australia is the research context (e.g. Ardzejewska, 2006; Evans, 1993; 
Lynch, 2005; Morgan & Hansen, 2007; Tinning & Kirk, 1991; Veitch, 1954; Webster, 2001; 
Williams, 2012; Williams, Hay & Macdonald, 2011; Williams & Macdonald, 2015). Together, 
these publications offer insight into how the practice of outsourcing HPE curricular work has 
changed over time. The earliest accessible empirical work is that of Veitch (1954) who 
details one school’s assistance from outside sporting bodies for their winter sports. Help 
from the sport organisations outlined in Veitch’s (1954) paper was mainly in the form of 
physical resources (i.e. equipment and facilities) or coaching materials and classes for 
school staff. By 1991 the type of resources being utilised by schools from external sources 
now included curriculum materials. A monograph by Tinning and Kirk (1991) presented data 
on the Daily Physical Education Program, a curriculum package purchased by primary 
schools which consisted of ‘a seven volume set of lesson plans…supporting information on 
program organisation…’ and ‘additional materials’ including ‘student workbooks, class 
progress charts, stickers and T-shirts’ (p.2). While the materials themselves were developed 
externally, they were typically delivered in primary schools by either the generalist teacher 
or a school based physical education specialist. 
The next reported development in the practice of outsourcing HPE curricular work 
can be argued to be the inclusion of individuals external to the school within the subject 
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itself. Although Veitch’s (1954) work had featured external organisations offering forms of 
in-service programs for teachers responsible for winter sports, the role of Sport Development 
Officers (SDOs) went beyond this as they were directly involved in HPE teaching (Evans, 
1993). These individuals, who typically did not hold any formal teaching qualifications, were 
responsible for visiting a school to, for example, ‘fire up the kids at the start of a program’ or 
‘provide some new ideas (a different voice)’ (Evans, 1993, p.12). Reports indicated, 
however, that ‘some schools used the sessions conducted by the SDOs to replace physical 
education’ (Moneghetti Report cited in Webster, 2001). The trend of utilising SDOs in HPE 
was still continuing eight years later, with other external providers now also involved in the 
subject (Webster, 2001). In a study on teachers’ perceptions of physical education in New 
South Wales, 227 generalist primary teachers in 37 schools were surveyed with 65% 
indicating that they had used outside agencies to assist with teaching HPE (Webster, 2001). 
It is important to note here that HPE is not the only subject that has been documented as 
employing external agencies. A questionnaire completed by 401 New South Wales primary 
school principals revealed that 93% of them had employed a specialist, with 58% of these 
using an outside provider to deliver subjects such as gymnastics, music, dance, physical 
education, sport, band, tennis, visual arts, technology, and drama (Ardzejewska, 2006). 
These results do demonstrate though that ‘PE/Sport have a much higher profile when it 
comes to using outside providers’ (Ardzejewska, 2006, p.4). Insight into why HPE was more 
susceptible to outsourcing can perhaps be drawn from the typical justifications for utilising 
the practice in the subject. In these three previous studies (i.e. Ardzejewska, 2006; Evans, 
1993; Webster, 2001), the reasons for employing external providers included: accessing 
their expertise and/or equipment and facilities; using the externally provided lessons for 
professional development; providing students with new experiences; increasing the 
engagement and motivation of students as a result of the enthusiasm of the external 
agencies’ employees; and reducing safety concerns. 
A common theme across all the studies so far is that they were researching primary 
school settings (Ardzejewska, 2006; Evans, 1993; Lynch, 2005; Morgan & Hansen, 2007; 
Tinning & Kirk, 1991; Veitch, 1954; Webster, 2001). The more recent studies on the 
outsourcing of HPE curricular work were the first to document this practice happening in 
secondary schools in Australia (Williams, 2012; Williams et al., 2011; Williams & Macdonald, 
2015). Through a survey of 271 Queensland primary and secondary schools, it was 
discovered that 85% of these schools had outsourced some form of HPE work in the past 
twelve months (Williams, 2012; Williams et al., 2011). Similar rates of outsourcing were 
reported by primary schools, at 84%, and secondary schools, at 82% (Williams, 2012). As 
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a result of the absence of data on the prevalence of outsourcing in secondary schools prior 
to these studies, it is difficult to determine whether external providers have been involved in 
HPE in secondary schools for as long as they have in primary schools, or whether there was 
a shift at some point to begin targeting this new demographic. What these more recent 
studies do reveal, however, is that the practice of outsourcing HPE curricular work is now 
well established in secondary schools as well as primary schools. 
Although these publications do not necessarily represent all the developments in the 
outsourcing of HPE in Australia, they do provide a broad picture of the progression of the 
practice. The subject has been constructed as being ‘gradually and stealthily opened up’ 
(Powell, 2015, p.74) with external providers initially offering predominately physical 
resources to schools and then expanding their involvement to producing curriculum and 
teaching materials and delivering aspects of the subject themselves. While these 
publications make other significant contributions to scholarship on the outsourcing of HPE 
curricular work (Sperka & Enright, 2018 – Chapter Two), academics have suggested that 
much of this practice is still ‘untried and untested, yet progressing apace without an 
“evidence base”’ (Evans & Davies, 2015b, p.5). For example, what the external provision of 
HPE means for the academic rigour and tradition of the subject, the role of HPE teachers, 
and the experiences of students is under researched. There is also a dearth of research on 
the impact of the outsourcing of HPE on curriculum, pedagogy, and assessment. This is 
especially significant considering recent reform of HPE curricula in Australia. 
 
Australian HPE curriculum 
The new and progressive Australian Curriculum: Health and Physical Education (AC:HPE) 
has been heralded as an exciting development for the HPE community (Brown & Penney, 
2013). The AC:HPE is a sophisticated curriculum that Professor David Kirk, a leader in the 
physical education field, has suggested is ‘light years ahead of England in terms of its skill 
set, in terms of the practices and processes in curriculum development, in terms of the 
involvement of teachers in those processes, and in terms of the actual curriculum writing 
itself’ (Hickey, Kirk, Macdonald & Penney, 2014, p.183).  
This ‘experiential’ curriculum ‘aims to develop the knowledge, understanding and 
skills to enable students to: 
 
 access, evaluate and synthesise information to take positive action to protect, 
enhance and advocate for their own and others’ health, wellbeing, safety and physical 
activity participation across their lifespan 
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 develop and use personal, behavioural, social and cognitive skills and strategies to 
promote a sense of personal identity and wellbeing and to build and manage 
respectful relationships 
 acquire, apply and evaluate movement skills, concepts and strategies to respond 
confidently, competently and creatively in a variety of physical activity contexts and 
settings 
 engage in and enjoy regular movement-based learning experiences and understand 
and appreciate their significance to personal, social, cultural, environmental and 
health practices and outcomes 
 analyse how varied and changing personal and contextual factors shape 
understanding of, and opportunities for, health and physical activity locally, regionally 
and globally’ (Australian Curriculum, Assessment and Reporting Authority [ACARA], 
2018a). 
 
The breadth and scope of learning that occurs within the subject is organised into two 
interrelated content strands (i.e. ‘Personal, social and community health’ and ‘Movement 
and physical activity’) with each containing three sub-strands and a selection of the twelve 
focus areas (ACARA, 2018b). Figure 1.1 offers further information about the curriculum 
elements and their relationships.  
 
 
Figure 1.1. Relationship of AC:HPE curriculum elements (ACARA, 2018b) 
 
It is, however, the five interconnected propositions, or key ideas, underpinning the AC:HPE 
that clearly distinguishes it as a futures-orientated curriculum. These propositions suggest 
that ‘HPE should: take a strengths-based approach; focus on educative outcomes; develop 
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health literacy skills; value learning in, about and through movement; and include an inquiry-
based approach’ (Macdonald, 2013, p.95). As ‘these propositions provide an interactive and 
mutually supportive framework, which, when utilised in orchestration, have the potential to 
provide an Australian HPE that emphasises it educative contribution to the health, physical 
activity and wellbeing of Australians’ (McCuaig, Quennerstedt, & Macdonald, 2013, p.109), 
it is important to further explore and define them briefly. 
 
Focus on educative purposes 
This proposition details that ‘the prime responsibility’ and ‘priority’ of the AC:HPE is to 
‘provide ongoing, developmentally appropriate explicit learning about health and movement’ 
(ACARA, 2018c). As the Lead Writer of the Shaping Paper for the AC:HPE, Macdonald 
(2013) states, in relation to this proposition, that ‘it seemed a particularly important position 
to emphasise in a learning area that can be usurped for non-educative purposes’ (p.99). 
Additionally, DinanThompson (2013) argues that it is the ‘bonding agent’ (p.127) across the 
propositions. 
 
Take a strengths-based approach 
The AC:HPE is informed by a strengths-based approach, that is, a strong ‘focus on 
supporting students to develop the knowledge, understanding and skills they require to 
make healthy, safe and active choices that will enhance their own and others’ health and 
wellbeing’ (ACARA, 2018c). It has been suggested by McCuaig and colleagues (2013) that 
‘establishing a strengths-based approach as one of the five key propositions of the new 
Australian HPE reflects the emergence of critique, across a range of disciplines, of deficit 
models of people, health, physical activity and wellbeing’ (p.110). 
 
Value movement 
As a subject, HPE ‘promotes an appreciation of how movement in all its forms is central to 
daily life – from meeting functional requirements and providing opportunities for active living 
to acknowledging participation in physical activity and sport as significant cultural and social 
practices’ (ACARA, 2018c). This proposition can be deemed ‘central to HPE with movement 
being both a focus of learning and a medium for learning across the HPE curriculum’ 
(Macdonald, 2013, p.100). 
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Develop health literacy 
With this proposition, HPE is positioned as a context in which students can develop their 
‘ability to gain access to, understand and use health information and serves in ways that 
promote and maintain health and wellbeing’, what is known as their health literacy (ACARA, 
2018c). By including this proposition, Alfrey and Brown (2013) explain, that ‘the AC:HPE is 
[now] one of the few national curricula that have endeavoured to translate the concept of 
health literacy into practice’ (p.159). 
 
Include a critical inquiry approach 
The ‘presence’ of this proposition in the AC:HPE ‘is important as it marks a curriculum 
document that means, at least at the official level of curriculum, that HPE continues to 
cultivate critical capacities’ (Leahy, O’Flynn, & Wright, 2013, p.175). The proposition details 
how the AC:HPE should engage ‘students in critical inquiry processes that assist students 
in researching, analysing, applying and appraising knowledge in health and movement 
fields’ (ACARA, 2018c). 
 
Implementing these propositions and the whole ‘experiential, contemporary, relevant, 
challenging, enjoyable and physically active’ curriculum (ACARA, 2018d) requires 
pedagogical expertise that will challenge many of those who teach the subject. During a 
discussion on this new AC:HPE it was proposed that ‘teachers are going to need to be given 
substantial planning time…to capture the intent of the curriculum, map this into their local 
circumstances and then put their programmes together’ as well as ‘lots of professional 
development, a lot of resources’ and a ‘lot of support’ (Hickey et al., 2014, p.189). This 
demonstrates in many ways the sophistication of the document as well as the level of 
professional knowledge that those implementing it will need to possess. 
 
Research context 
The development of the Australian Curriculum is just one of the relatively recent reforms to 
Australian education systems. Although these reforms attempt to ‘produce greater national 
consistency in schools’ (Savage, 2016, p.833), education in Australia is still primarily the 
responsibility of states and territories rather than the Australian (Federal) Government 
(Department of Education and Training [DET], 2017). Thus, each state and territory has their 
own Departments of Education and unique policy formations. Therefore, to better situate the 
‘neoliberal cultural formation’ of outsourcing in HPE, and the research completed in this 
thesis, more details about its ‘specific context of occurrence’ (Kingfisher & Maskovsky, 2008, 
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p.118) seem necessary. This requires outlining certain features of the local context 
including: the Queensland education systems and their policies that are relevant to external 
providers; requirements for teachers; and the presence of HPE specialist teachers. Each of 
these features is described below. 
 
Queensland policies relevant to external providers 
State schools 
Queensland’s Department of Education and Training (DET) appears to have relatively 
minimal policies, procedures, and guidelines in place regarding the work of external 
providers in schools. The only two resources that could be obtained in relation to this were 
a DET Policy and Procedure Register document entitled ‘External Programs Presented in 
State Schools’ and a DET Teaching and Learning Branch (Arts) document entitled ‘External 
programs presented in state schools — Accreditation’. 
‘External Programs Presented in State Schools’, labelled as Version 2 with an 
implementation date in July 2012, outlines in its purpose that ‘Education Queensland is 
committed to ensuring all external programs presented to state school students align with 
relevant curriculum and policy’ (DET, 2012, p.1). DET (2012) defines external programs in 
this instance as ‘any arts and non-arts performances or presentations with defined 
scripts/synopses not developed by the school's teachers and students’ (p.2). The document 
then details the responsibilities and processes required by both external providers and 
Principals: 
 
External providers 
 Ensure requirements for accreditation are met. They are only exempt from the 
accreditation processes if their program is developed by a company that has an 
Education Liaison Officer (i.e. an officer funded by the DET and based in an external 
organisation which has a mutually agreed grant agreement with Education 
Queensland), is not touring (i.e. a program that presents at two or more schools within 
a six month period), and is presented as a workshop or master class (i.e. Educational 
seminars or a series of meetings emphasising interaction and exchange of information 
among participants. Workshops typically occur after consultation and collaboration 
between teacher and artist/presenter who negotiate content). 
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Principals  
 Verify currency of the Accreditation Card (issued to external providers on gaining 
accreditation) definitions issued to the approved program or verify that the program does 
not require accreditation. 
 Ensure programs not requiring accreditation align with DET policies and curriculum. 
 Verify that artists, prior to presenting their program in the school, hold a Working with 
Children Check (Blue Card). 
 Ensure a safe working space for the artist or company to present their program using 
Curriculum Activity Risk Management. 
 Ensure that artists do not sell merchandise to students. 
 Ensure Visitor and Contractor Management guidelines are followed (DET, 2012). 
 
It is important to note that this document was to be reviewed in July 2014, however, no 
updated versions are available/accessible on the DET website. 
The aforementioned requirements for accreditation that external providers must meet 
are provided in the second document ‘External programs presented in state schools — 
Accreditation’. The accreditation criteria specifies that, ‘for a program to gain accreditation it 
must, where applicable, meet all the standards’ relating to ‘Alignment with Department of 
Education and Training policy’ (including inclusive education policies, health and safety 
policies, and animal handling guidelines) and must align with the curriculum (DET, 2010a). 
Appendix 2 provides additional information about the criteria and standards presented in the 
document. 
There are two further DET procedures that can be viewed as applicable to external 
providers. The first procedure, ‘Managing risks in school curriculum activities’, labelled as 
Version 5.7 with an implementation date in October 2017, relates to the ‘health, safety and 
wellbeing of students, staff and others involved in all curriculum activities at schools or other 
locations’ (DET, 2017b, p.1). With external providers ‘delivering or supervising…curriculum 
activity’ (DET, 2017b, p.8), they are included in this procedure as ‘Others’. The 
responsibilities and processes outlined for ‘Others’ in this procedure reinforce and extend 
on the ‘Alignment with health and safety policies’ criterion in the previous ‘External programs 
presented in state schools — Accreditation’ document (DET, 2010a). They outline that 
‘Others’ must: ‘implement effective risk management strategies to ensure the safety of 
students and others’ (DET, 2017b, p.3), with risk management processes provided by the 
teacher; ‘raise any concerns with responsible staff immediately’ (DET, 2017b, p.6); ‘report 
any incidents… immediately’ (DET, 2017b, p.7); and ‘comply with Blue Card requirements 
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in accordance with the Working with children check - blue cards procedure’ (DET, 2017b, 
p.7). Although many responsibilities and processes are detailed for Teachers in this 
procedure, the most relevant for the practice of outsourcing is the requirement that they 
‘maintain adequate supervision of students at all times’ (DET, 2017b, p.6). This means that 
a teacher must be present at all times when an external provider is delivering their product 
or services. 
The second procedure, ‘State Education Fees’, labelled as Version 4.4 with an 
implementation date in November 2016, was ‘published to provide guidance to Principals 
and officers in charge of state schools…when establishing fees on which fees are able to 
be charged, how to determine the level of the fee and who may be charged a fee’ (DET, 
2016a, p.1). This document establishes that ‘a Principal of a state school is able to charge 
a fee for…an educational service purchased by the school from a provider other than the 
school where the school has been charged by the provider for the provision of the 
educational service’ (DET, 2016a, p.4). DET (2016a) offers examples of providers in this 
instance that includes ‘a community or sporting organisation’ and ‘an environmental/outdoor 
education centre’ (p.7). While the Principal has to decide whether or not a fee will be applied, 
based on whether ‘the school is able to absorb part or full cost of the service being provided’ 
(DET, 2016b, p.1), this particular procedure enables schools to charge students to 
participate in external providers’ activities if necessary. Some limitations are imposed on 
fees though. When determining the fee level ‘consideration should be given to market forces. 
A proposed fee should be benchmarked with similar charges in other schools and 
commercial providers to determine if it is within an acceptable level’ (DET, 2016b, p.1). 
Additionally, the fees: should ‘accurately reflect the cost of providing the goods or services’; 
‘should not restrict the educational services of a school’; ‘are not a deterrent for students 
enrolling at a particular school or choosing particular subjects’ (DET, 2016b, p.1). Finally, ‘a 
student cannot be educationally disadvantaged by the charging of a fee’ and ‘the provision 
of instruction, administration and facilities for the education of the student at the school must 
be maintained’ (DET, 2016b, p.1). 
 
Independent schools 
Whereas Queensland State Schools are managed by the government and have uniform 
policies that need to be enacted in each school, Independent Schools are ‘governed on an 
individual basis, connected directly to their community and answerable to their own 
governing board or management committee’ (Independent Schools Council of Australia, 
2016). This autonomous nature and accountability at the level of the individual school means 
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that there are no overarching Independent Schools policies on the work of external providers 
in their schools. Independent Schools are still required, however, to ‘operate within the 
bounds of state and territory and Australian Government legislation which together impose 
requirements in relation to financial operation, accountability, the curriculum, assessment 
and reporting’, but they have ‘independence of operation within these boundaries’ 
(Independent Schools Council of Australia, 2016). 
 
Teaching requirements in Queensland 
To become a teacher in Queensland, you must have a teaching qualification (Queensland 
Government, 2017) from one of the initial teacher education programs (Australian Institute 
for Teaching and School Leadership [AITSL], 2017) accredited by Queensland College of 
Teachers (QCT), the teacher regulatory authority in the state (Queensland College of 
Teachers, 2018). You must also hold teacher registration with QCT and meet the mandatory 
requirements for teacher eligibility (Queensland Government, 2017). These requirements 
include completing an application of employment form that: involves Pre-Employment 
Checks (e.g. teacher registration number, eligibility to work in Australia, previous 
employment as a teacher in Queensland); collects Criminal and Disciplinary Information; 
and questions preferences about employment type, sectors, and subjects formally qualified 
to teach, and regions interested in finding employment. This information is collected ‘for the 
purpose of assessing…suitability and/or eligibility for employment as a teacher’ (DET, n.d.). 
The application is to be submitted with supporting documentation (i.e. evidence of formal 
qualification/s, academic transcript, statements of service and/or verifiable teaching 
experience, and identification documents) (DET, 2017c). Additionally, ‘a Principal or 
departmental hiring authority may request further information or evidence to determine the 
suitability of an applicant for their school’ which may include an interview, copies of all 
professional experience reports, resumes or curriculum vitae, current referee statements, 
evidence of lesson planning or work samples, and copies of final professional experience 
reports showing either ‘Graduate level’ or ‘Exceeding Graduate Level’ if a graduate 
applicant’ (DET, 2017c). 
 
HPE teachers 
In Queensland, both primary and secondary schools employ specialist HPE teachers 
(Ministerial Review Committee for School Sport and Physical Activity, 2007). This is a 
somewhat unique situation as other states and territories depend on generalist teachers to 
teach this learning area (Dudley, Telford, Peralta, Stonehouse, & Winslade, 2017). The jobs 
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of specialist HPE teachers in Queensland are currently secured under an industrial 
agreement between the State of Queensland and Queensland Teachers Union of 
Employees (Queensland Industrial Relations Commission, 2016). 
In a ‘Functional Job Requirement for the Position of HPE Teacher’ report developed 
by DET's The Organisational Health Unit, a description of a secondary school HPE teacher 
was provided as follows: 
 
It is the role of a Health and Physical Education (HPE) Teacher to teach a 
class of up to 28 students in grades eight to twelve. Junior classes (years 
eight to ten) will have up to 28 students per class and senior classes (years 
eleven and twelve) will have up to 25. Students in high schools will generally 
be aged 13 years and above. HPE Teachers are responsible for all aspects 
of the planning, preparation and delivery of effective learning and teaching 
programs of the HPE curriculum, with a roughly even split between theoretical 
and practical sessions. The curriculum is spread across four terms per school 
year and is determined prior to the start of the new school year. The average 
time spent by HPE Teachers in classes will be 18 hours per week (within a 
range of 15 to 20 hours per week) however this may be shared across two 
disciplines e.g. may teach HPE and Science (DET, 2010b). 
 
While I have many hesitations in suggesting this is reflective of all HPE teachers in 
Queensland, and acknowledge that the grades of secondary schools in Queensland have 
now been changed to include grade seven (Queensland Government, 2015) and the 
numbers of students in a class varies, this can be considered a relatively accurate summary 
of the typical role of a HPE teacher. 
 
Research questions 
It is in this context that this project seeks to answer the following research questions: 
1. How does the decision to partner with an external agency impact curriculum, pedagogy, 
and assessment within HPE? 
2. How do students view the involvement of external agencies in HPE in terms of their 
ability to deliver curriculum content and the pedagogical experiences they provide? 
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Research design 
Having presented the relevant contextual details for this doctoral study, this next section 
focuses on my research design. This includes: describing my research approach; briefly 
introducing the theoretical framework for this thesis; identifying the research methods I 
utilised and the participants I recruited; and explaining the program selected as a case study. 
 
Research approach 
The research in this thesis is qualitative in nature. In distinguishing between quantitative and 
qualitative research, it is acknowledged that these terms ‘function as shorthand for 
differences far more complicated than the simple dichotomy of counting or not counting’ 
(Riemer, Quartaroli, & Lapan, 2012, p.7). Many definitions are provided in the sizeable body 
of methodological literature dealing with qualitative inquiry, with each privileging distinct 
central features (Hammersley & Campbell, 2012). This variability in defining criteria 
accentuates that it is difficult to ascribe a simple or easy characterisation to qualitative 
research (Keegan, 2009) and that this label covers a heterogeneous field (Hammersley & 
Campbell, 2012). The definition I favour is that provided by Denzin and Lincoln (2005, p.3): 
 
Qualitative research is a situated activity that locates the observer in the 
world. It consists of a set of interpretive, material practices that makes the 
world visible. These practices transform the world. They turn the world into a 
series of representations, including field notes, interviews, conversations, 
photographs, recordings, and memos to the self. At this level, qualitative 
research involves an interpretive, naturalistic approach to the world. This 
means that qualitative researchers study things in their natural settings, 
attempting to make sense of, or to interpret, phenomena in terms of the 
meanings people bring to them. 
 
There is a multitude of different philosophical or theoretical perspectives that can guide 
qualitative inquiries (Hammersley & Campbell, 2012; Riemer et al., 2012; Keegan, 2009; 
Roller & Lavrakas, 2015). These relate to the underlying belief orientation, or paradigm, that 
researchers bring to any qualitative study (Roller & Lavrakas, 2015). Distinguishing these 
paradigms are the divergent assumptions about the nature of the social world or reality, 
ontology, and how knowledge of it is possible and can be acquired, epistemology 
(Hammersley & Campbell, 2012; Riemer et al., 2012; Keegan, 2009; Roller & Lavrakas, 
2015). The research I undertake in this thesis has elements from both the interpretivist and 
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critical paradigms and thus, does not fit neatly into either of these categories. Before talking 
about the specific merits of a ‘critical interpretive approach’ (Denzin & Lincoln, 2005, p.xiv), 
it is necessary to briefly outline features of each of the paradigms. 
Beginning with critical theory, proponents of the paradigm comment on the difficulty 
in coherently summarising it. This difficulty is attributed to: the number of critical theories; the 
changing and evolving nature of the tradition; and because too much specificity is counter to 
the desire of critical theorists to ‘avoid the production of blueprints of socio-political and 
epistemological beliefs’ (Kincheloe & McLaren, 2002, p.89). To offer a succinct description: 
‘critical theory research tends to emphasise relationships that involve inequities and power’ 
(Willis, 2007, p.82). According to Berkowitz (2010, p.xix), ‘critical research assumes a truth 
about power arrangements and then adopts an interpretive…approach to support that 
assumption’. 
An interpretivist assumes that individuals create their own meanings in interactions 
with the world around them (Riemer et al., 2012), that is, knowledge is presumed to be 
provisional and relative (Keegan, 2009). This approach emphasises the idea of the existence 
of multiple realities (Roller & Lavrakas, 2015) as ‘each individual is unique and lives in a 
unique reality’ (Riemer et al., 2012, p.8). Hammersley and Campbell (2012) outline that one 
of the arguments made by interpretivists is that researchers: 
 
Cannot understand why people do what they do, or why particular institutions 
exist and operate in characteristic ways, without grasping how people 
interpret and make sense of their world and act on their interpretations (p.27). 
 
I acknowledge that, when ‘viewed separately, interpretivism and critical theory are far from 
being homogenous schools of thought’ (Pozzebon, 2004, p.277). When comparing the two 
paradigms, Crotty (1998) explains: 
 
It is a contrast between a research that seeks merely to understand and a 
research that challenges…between a research that reads the situation in 
terms of interaction and community and a research that reads it in terms of 
conflict and oppression…between a research that accepts the status quo and 
a research that seeks to bring about change (p.113). 
 
Crucially, however, in attempting to ‘dissolve the boundaries between such traditions…’ it is 
possible to emphasise ‘not only the importance of subjective meaning for the individual actor, 
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but also the social structures which condition and enable such meanings and are constituted 
by them’ (Walsham, 1993, p.246). 
To investigate the phenomenon of outsourcing in HPE, I conducted my research in 
the natural and specific socio-cultural contexts in which it occurs and utilised a range of 
methodological tools to seek to uncover the meanings that the various stakeholders attribute 
to the practice. I drew on various theoretical tools from Bernstein to help make visible aspects 
of outsourcing that might otherwise have been overlooked and to facilitate the interpretation 
of data generated in this thesis. 
 
Theoretical framework 
This thesis applies several theories from Bernstein to produce a rich and robust 
understanding of the topic.  
Bernstein has been drawn upon extensively within the HPE field to explore a vast 
range of topics (e.g. Evans & Penney, 2008; Hay & Penney, 2013; Kirk, 2010; Kirk & 
Macdonald, 2001; Kirk, Macdonald, & Tinning, 1997; MacPhail, 2007; McCuaig & Hay, 2014; 
Penney & Chandler, 2000; Penney, Petrie, & Fellows, 2015; Svennberg, Meckbach, & 
Redelius, 2016; Whatman & Singh, 2015). As for my focus on outsourcing in HPE, 
Bernstein’s theorisations have only been employed twice (Kirk & Colquhoun, 1989; Williams, 
2012), and thus there remained considerable scope to engage his theories in ways that 
could contribute meaningfully to scholarship in the field. Bernstein’s theories of the 
pedagogic device and the message systems as well as the notions of classification and 
framing, realisation and recognition, and voice and message are employed. More specific 
detail around the selection of Bernstein is provided in Chapter Four (Sperka, 2018) and 
explanation of each concept and how they were engaged with are offered in Chapters Five 
(Sperka et al., 2018) and Six (Sperka & Enright, Forthcoming). 
 
Research methods and participants 
This thesis was structured around the following phases of data collection: 
 
Phase 1: Web-audit  
Phase 2: Case studies of program 
 A) External provider 
 B) School 
 
 Page | 21  
 
The selection of methods was informed by the scoping review of literature (Sperka & Enright, 
2018 – Chapter Two) as well as by the questions which guide this study. A variety of 
methods were employed within the aforementioned phases. Network ethnography was 
conducted initially in Phase 1 and Phase 2A and included Internet searches (Phase 1), a 
semi-structured group interview (Phase 2A), and the construction of network diagrams 
(Phase 2A). A critical discourse analysis was then undertaken on the data generated 
through these two methods. The next phase involved completing semi-structured individual 
interviews (Phase 2B), focus group interviews (Phase 2B), and observations (Phase 2B). 
Research indicates that using multiple methods within a study has the potential to 
compensate for the individual limitiations of any one method (Greene, Caracelli, & Graham, 
1989; Hastie & Hay, 2012), increase the scope, depth, and consistency in methodological 
proceedings (Flick, 2002), offer a more comprehensive understanding of the topic (Heale & 
Forbes, 2013; Wilson, 2014), and reduce the possibility of unsubstantiated findings (McFee, 
1992). Table 1.1 outlines how each data collection method worked to answer the research 
questions of this PhD study. 
 
Table 1.1. Research questions and associated data collection method 
Research 
Question 
Phase 1 Phase 2A Phase 2B 
1 
Internet Search 
Critical Discourse 
Analysis 
Group Interview 
Critical Discourse 
Analysis 
Individual 
Interviews, 
Observations 
2   
Observations, 
Focus Groups 
 
The participants recruited within this study are from three of the stakeholder groups in this 
research area, that is, employees of the selected external agency, lead and HPE teachers, 
and students. This extensiveness of voices is underpinned by the notion that the ‘reality’ of 
a situation needs to be captured from various viewpoints and those in unique 
epistemological positions (McFee, 1992). 
Further details about the methods and participants, including rationales for their use 
and selection, are outlined in each chapter. A data collection summary is also provided in 
Appendix 3. As the justification for using interviews, in various forms, is presented across 
several chapters, it is important to provide some general contextual information here. Every 
interview or focus group conducted was held at a location that was familiar to the participant 
(i.e. the external agency’s head office or at the selected school). Transcription of the 
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interviews and focus groups was completed by both myself and an external organisation. If 
it was the latter, I then checked each transcript against the audio recording for accuracy. 
This research received Institutional Human Research Ethics Approval (Approval 
Number: 2015000177) from The University of Queensland’s Behavioural and Social 
Sciences Ethical Review Committee (see Appendix 1). 
 
Case study 
Human and social systems are complex. Understanding phenomena related 
to such systems demands a holistic approach, which can produce not only 
detailed descriptions of situations and events but also an in-depth 
understanding of the actors involved, their feelings and the interactions among 
them (Gagnon, 2010, p.2). 
 
Qualitative case studies afford researchers the opportunity to observe and analyse such 
complex phenomena within their specific contexts. The employment of a variety of data 
collection techniques and sources within case studies provides an in-depth understanding 
of this phenomena, their constitutive processes, and the actors involved (Baxter & Jack, 
2008; Gagnon, 2010). Case study research focuses on ‘describing, understanding, 
predicting, and/or controlling the individual’ (Woodside, 2010, p.16), with the ‘individual’ 
possibly being, among other things, a process, person, or organisation. Yin (2003) suggests 
that a case study design should be considered if the focus of the study is to answer ‘how’ 
and ‘why’ questions, when the behaviour of the participants cannot be manipulated, and if 
the contextual conditions are relevant to the phenomenon under study as the boundaries 
between the two are not clear. 
The concept of a case study has been described as ambiguous as it is said to have 
no generally accepted definition (Cavaye, 1996), to hold different meanings to different 
writers (Crossley & Vulliamy, 1984), and is often misunderstood (Baxter & Jack, 2008). 
Wilson (2011) discusses the conflict between viewing a case study as a research method 
or a research design. For the purposes of this project, it is to be considered the latter in that 
it is ‘a way of going about one’s research, embodying a particular style and employing 
different methods’ (Cavaye, 1996, p.227). This approach is reflective of the definition of a 
case study provided by Stake (2005, p.443): ‘a case study is not a methodological choice 
but a choice of what is to be studied’. The unit of analysis, or case (Baxter & Jack, 2008), 
selected to be investigated within this thesis is one organisation’s program. 
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By generating information through a range of methodological approaches and from 
several data sources, a case study ‘ensures that the issue is not explored through one lens, 
but rather a variety of lenses which allows for multiple facets of the phenomenon to be 
revealed and understood’ (Baxter & Jack, 2008, p.544). The structure of the case study is 
outlined in Figure 1.2. 
 
 
Figure 1.2. Case study structure 
 
Program selected 
Tennis Australia’s ‘Tennis in Secondary Schools (TSS) Program’ was selected as the case 
study for this thesis. More detailed information about the process for selecting this program 
is provided in Chapter Three (Sperka & Enright, 2017). The TSS Program consists of two 
components: 
 
1. Playing The Game – Focused on engaging students in modified environments whilst 
providing a platform to build tennis skills and develop confidence; and 
2. Cardio Tennis – A fitness program that centres on increasing student awareness and 
understanding of their health and physical activity, again, in a modified environment. 
This component was ‘officially launched in October 2014 to all secondary schools 
across Australia’ after a national pilot that ‘involved 79 secondary schools, who 
delivered Cardio Tennis to 9930 secondary school students’ (Tennis Australia, 2014, 
p.10). 
 
The TSS Program was initially provided to schools at no cost. It can now be purchased 
through Sporting Schools, ‘a $160 million Australia Government initiative’ in which the 
‘Australian Sports Commission has partnered with more than 30 national sporting 
Program Case Study 
External Providers 
School 
Employees (n=3) 
Lead and HPE Teachers (n=4) 
Students (n=25) 
Critical Discourse Analysis Group Interview 
Internet Searches 
Individual Interviews Observations 
and Field 
Focus Groups 
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organisations to deliver sport before, during, and after school hours’ (Australian Sports 
Commission [ASC], 2018a). This initiative was originally for primary schools but now 
includes programs targeted to Year 7 and 8 students in secondary schools (ASC, 2018a). 
To receive the ‘Tennis for Secondary Schools Partnership Program’ schools must ‘commit 
to the sport through placing tennis in their Health and Physical Education curriculum for a 
minimum of four weeks throughout the school year’ (ASC, 2018b). This program can be 
either be taught by a Teacher, for $900 (Four 60 minute sessions with a maximum of 240 
participants aged between 12 and 15 years), or delivered by an ‘endorsed Tennis Australia 
Coach Member’, for $1100-$1380 (Four 60 minute sessions with a maximum of 30 
participants aged between 12 and 15 years) (ASC, 2018c). In both of these options $900 is 
allocated as the cost for the Equipment Pack which includes an equipment roller bag, tennis 
balls, nets, barrier tape rolls, racquets, pedometers, drop down lines, and the ‘Tennis for 
Secondary Schools Curriculum Resource’ (ASC, 2018b). 
 
School selected 
A secondary school in Australia delivering the Cardio Tennis component of Tennis 
Australia’s TSS Program was selected as a research site. The following details about the 
school are all that can be provided to remain within the limits that allow me to preserve its 
anonymity. 
 The selected secondary school is independent and co-educational. It is located in a 
metropolitan area. There are over 1000 students enrolled at the school of which under 5% 
identify as Indigenous and between 10-40% have a language background other than English 
(ACARA, 2018e). The school has an Index of Community Socio-Educational Advantage 
value above the national average (ACARA, 2018e), indicating that the students at the school 
tend to have educationally advantaged backgrounds. As it is an independent school, it is 
managed by a governing board (Independent Schools Council of Australia, 2016) who are 
concerned with the overall direction of the school and oversee policy. There is also a 
leadership team at the school that includes Senior or Executive leaders as well as Heads of 
Departments. Finally, over 100 teaching staff are employed by the school with the majority 
of them working full time (ACARA, 2018e). 
 
Significance of this thesis 
As the background and contextual information above demonstrates, the nature of 
outsourcing in HPE is evolving as well as expanding in reach despite persisting significant 
research gaps about the practice. Calls to address the silences in the literature (Evans & 
 Page | 25  
 
Davies, 2014, 2015b; Williams & Macdonald, 2015) are not necessarily new, with Tinning 
(1992) stating nearly 30 years ago about outsourcing that ‘it really is time that those of us 
who define ourselves as physical educators take seriously the trends and changes that are 
impacting on our professional work’ (p.26). What the still-existing gaps in the scholarship 
establish, however, is that these calls are yet to be completely mobilised. 
The unease about outsourcing extends beyond scholars who worry about the minimal 
evidence base to those experiencing the practice in schools. A recent Australian study on 
‘Commercialisation in Public Schooling’ revealed that of the 2167 teachers and school 
administrators who responded to a question on outsourcing in a ‘Concerns Inventory’, 36% 
indicated they had ‘high/significant concern’ and 39% reported ‘moderate concern’ about 
teacher activities being outsourced (Lingard, Sellar, Hogan, & Thompson, 2017). Given this 
apprehension from those within schools as well as academics, it was incredibly timely and 
necessary for more research on the outsourcing of HPE that would be both academically 
and educationally significant. This thesis makes a number of academic contributions of 
which many have the potential to impact education practices and policy. 
Firstly, this study makes an effort to redefine outsourcing in a way that reflects the 
nature of the practice in the specific context of HPE. While business and management 
definitions of outsourcing have been generative to this point, it is fundamental for the term 
to be contextualised in relation to HPE. This is not only because ‘contexts make a difference’ 
to definitions (Fetzer, 1991, p.14) but also because ‘conclusions we draw from a fruitful 
definition extend our knowledge’ (Frege, 1884 cited in Rantala, 1991, p.154). That is to say, 
if we have a ‘fruitful’ definition, that ‘draws boundary lines which were not previously given 
at all’ (Frege, 1884 cited in Rantala, 1991, p.155), we are better able to construct arguments 
and generate data on the practice in ways that we might not necessarily have been able to 
previously. 
From a methodological perspective, this thesis moves the scholarship on outsourcing 
in HPE forward by using network ethnography ‘to work differently, move differently and 
collect different sorts of data’ (Ball, Junemann, & Santori, 2017, p.155). Methodological 
innovation was necessary for this study to begin to attend to the dearth of research on the 
marketplace of external agencies available to HPE teachers in Australia. Taking into account 
Bernstein’s (1996, p.87) statement that ‘market relevance is becoming the key orientating 
criterion for the selection of discourses, their relation to each other, their forms and their 
research’, a deeper and richer understanding of the nature of, and qualities seemingly 
valued in, this particular marketplace can be deemed vital. Network ethnography also 
enabled analysis of the partnerships and associations held by external providers. 
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Knowledge of these relationships helped establish the potential interests and agendas 
shaping providers’ products. With these discourses and imperatives identified, it was then 
possible to examine how externally developed products might impact HPE. This is because 
it became possible to discern whether there were instances where external providers’ 
interests had ‘penetrated’ the curriculum (Power, 2005) itself, or to recognise in products 
and services which ‘particular knowledge, skills and understandings’ in the curriculum they 
were favouring so that it ‘reflects their vision of HPE’ (Macdonald, 2013, p.95). 
The way Bernstein’s theoretical tools are engaged with in this thesis represent a new 
contribution to the scholarship in the field. This includes, firstly, utilising Bernstein’s (1990) 
theory of the pedagogic device and the three message systems to explore the new territory 
of how external providers interpret the AC:HPE and translate these interpretations, together 
with their aforementioned interests and agendas, into particular kinds of products and 
services. Further, Bernstein’s sociology of pedagogic voice, previously used in broader 
educational literature (e.g. Arnot & Reay, 2007), is transferred to HPE to understand the 
complexity and significance of students’ perspectives on the outsourcing of HPE curricular 
work. By recruiting Bernsteinian theory, this thesis also adds to the range of theoretical 
perspectives on the outsourcing of HPE as his work has only been utilised in this area twice 
before (Kirk & Colquhoun, 1989; Williams, 2012). 
Together, these methodological and theoretical decisions have allowed this thesis to 
begin to address the knowledge gaps in the field concerning how the outsourcing of HPE 
operates in and impacts secondary school contexts, the effect that educational partnership 
decisions have on curriculum, pedagogy, and assessment in HPE, and student perspectives 
on the topic. This new knowledge has the potential to not only impact the future of HPE 
teachers and their work but also facilitate the creation of policy guidelines on the outsourcing 
of HPE curricular work. 
 
Thesis structure 
My thesis has been completed ‘by publication’, with peer-reviewed papers written throughout 
the research process. This section of Chapter One describes the structure of my thesis and 
I articulate how the published papers connect to each other to form a cohesive whole. 
Chapter Two presents a scoping review of the empirical work on the outsourcing of 
HPE that examines the extent, nature, and range of research that has been undertaken to 
date to provide a context for the scholarly inquiry in this thesis. Critically analysing these 
empirical studies highlighted a need for the methodological approaches utilised within this 
field to be reconsidered and reconfigured (Chapter Three), and that theoretical frameworks 
 Page | 27  
 
need to be more consistently employed in this research area to move towards more robust 
understandings of the outsourcing of HPE curricular work (Chapter Four). Further, 
knowledge gaps were identified regarding how this practice operates in and impacts 
secondary school contexts (Chapter Five and Six), the effect that educational partnership 
decisions have on curriculum, pedagogy, and assessment in HPE (Chapter Three, Five and 
Six), and student perspectives on the outsourcing of HPE (Chapter Six). 
In Chapter Three I work to attend to the need for varied and innovative 
methodological approaches to researching the outsourcing of HPE by exploring the benefits 
and challenges associated with the use of network ethnography. This chapter features a 
mapping and critique of the three interrelated activities (i.e. Internet searches, interviews, 
and network diagram construction) that constituted my network ethnography. Through this 
process I: present data on the Australian marketplace of external providers available to HPE 
teachers; justify the selection of Tennis Australia’s TSS Program as the case study for my 
PhD and the members within this organisation that were recruited for my research; and 
visually demonstrate and analyse the Tennis Australia network. The discussion turns to how 
this methodological approach allowed me to access this new knowledge about the 
outsourcing of HPE curricular work to external providers and demonstrates the capacity of 
network ethnography to generate rich data. 
The focus of Chapter Four is an account of my experience of grappling with the role 
of theory in qualitative research; the selection of Basil Bernstein and his theoretical tools; 
the application of his theory in generative ways; and the impact of my theoretical decision 
making on my research. 
Chapter Five provides a critical analysis of Tennis Australia’s interpretations of the 
curriculum and of the roles of key pedagogical agents and stakeholders (e.g. HPE teachers 
and students), as well as their translation of these interpretations into particular kinds of 
products and services. This is achieved through a critical discourse analysis of Tennis 
Australia’s TSS Program resources (i.e. website information, promotional flyer, product 
materials – a workshop booklet and program guide, and teacher resources – activity lesson 
cards and a ‘success criteria rubric’) and the transcript of a semi-structured group interview 
with three key employees of Tennis Australia which were collected as part of the network 
ethnography. To complement the critical discourse analysis, Bernstein’s theory of the 
pedagogic device and the three message systems were employed. It was discovered that 
TSS markets an explicit alignment between their products and services and the Australian 
Curriculum: HPE (AC:HPE). There were, however, several tensions and gaps in their 
interpretations and understandings of the AC:HPE and their approaches to pedagogy and 
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assessment within the subject. The implications of these findings are that now, more than 
ever, teachers need to recognise, articulate, and enact their pedagogical and curriculum 
expertise as this will allow teachers to better broker, bridge, and translate knowledge and 
ensure HPE remains an educative experience. 
Chapter Six is a modest analysis and theorisation of secondary school students’ 
perspectives on the outsourcing of HPE’s curricular work and their positioning in neo-HPE. 
Bernstein’s sociology of pedagogic voice is recruited to understand the complexity and 
significance of student voice on this topic. Data were generated at an independent, co-
educational secondary school in Australia through focus groups with 25 Year Eight students, 
individual interviews with school staff, and observations of Tennis Australia’s TSS lessons. 
The findings highlight the importance of hearing and responding to students’ perspectives 
on the outsourcing of HPE as they raised significant pedagogical and ethical issues relating 
to teaching and learning in their TSS HPE classes. An argument is made for more empirical 
research and better theorisation around student experiences and opinions on outsourcing. 
In Chapter Seven, I draw together all of these published articles to demonstrate how 
they can be viewed as a cohesive whole. I summarise the theoretical, methodological, and 
empirical data contributions this thesis makes to the field; discuss the implications of my 
doctoral study for policy, teachers, and students; and offer an agenda for future research on 
outsourcing of HPE curricular work. 
 
Note 
1. Biesta (2005) argues that ‘…language matters to education, because the language or 
languages we have available to speak about education determine to a large extent what 
can be said and done, and thus what cannot be said and done (p.54). I have deliberately 
chosen to use the word ‘deliver’ when I talk about external providers and their products 
and services. This decision was made based on the frequency this verb was used by 
external providers. For instance, Life Education Australia (2018) advertise that they 
‘deliver a curriculum based program to Preschools, Primary and Secondary schools’. 
Additionally, Tennis Australia (2018) explain that their ‘Tennis for Secondary Schools 
program aims to support all schools…to deliver tennis in a modified environment to 
promote and encourage lifelong physical activity and health in students’. These are just 
two of the many examples of the use of ‘deliver’ by external providers. Further, this word 
acts as a distinction between the roles of teachers (i.e. teach) and external providers 
(i.e. deliver).  
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Abstract 
The outsourcing, or external provision, of Health and Physical Education (HPE) has only 
relatively recently become the focus of research. This critical scoping review of empirical 
work on outsourcing in HPE seeks to examine the extent, nature, and range of research 
that has been undertaken and provide a context for future scholarly inquiry. Literature was 
sourced from two educational databases, a manual search of five HPE journals, and 
searches of citations and references. A content analysis of the 31 empirical articles retrieved 
was undertaken to identify country of origin, study focus, participants recruited, subject and 
school level researched, study length, data sources, nature of analysis, and theoretical 
framework. This was followed by a critical analysis of the findings of each empirical study to 
identify knowledge gaps regarding the outsourcing of HPE. This process revealed that 
outsourcing varied from being an explicit research focus to becoming of interest as a result 
of the findings of the study. Nonetheless, there was consistency across all publications in 
the selection of primary schools as data collection contexts and the recruitment of either 
school staff or external agency employees as research participants. Thematic analysis of the 
findings of the articles resulted in three dominant themes: ‘curriculum, pedagogy, and 
assessment’, ‘expertise’, and ‘partnerships’. Overall, this critical scoping review highlighted 
that it is crucial that outsourcing continues to be a focus of inquiry for the field and that both 
balance and depth is sought in the research design of studies that are undertaken. 
 
Keywords 
Outsourcing, privatisation, external providers, external agencies, health and physical 
education, scoping review 
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Introduction 
The educational landscape is always changing. Indeed, according to Charles (2005, 
p.285), ‘change is the only constant in our future, so we should seek to understand the 
driving forces behind the social construction of this emerging reality’. Privatisation 
constitutes one of the forces that is rapidly changing the educational landscape (Evans & 
Davies, 2014) and the ways in which schools and schooling are being conceived, 
constructed, and conducted (Apple, 2006; Ball, 2007). Ball and Youdell (2007) identify two 
forms of privatisation, that is, privatisation in public education (i.e. endogenous) and 
privatisation of public education (i.e. exogenous). A practice that ‘blurs the boundary’ 
(Powell, 2015, p.74) between these two forms of privatisation is outsourcing, as it 
represents both a ‘retreat of government services’ (Macdonald, 2014, p.495), with provision 
instead transferred to private actors (Burch, 2009), as well as an adoption of private sector 
techniques to make the public sector more ‘business-like’ (Ball & Youdell, 2007, p.8–9). 
In the education field, outsourcing refers to the process of curriculum work being 
disembedded from the organisational confines of schools and re-embedded in those of 
another entity located in the market (Lair, 2012). Although the effects of outsourcing, and 
more broadly, privatisation and neoliberalism, on education vary depending on the 
schooling level (i.e. early childhood, primary, post-primary, and tertiary), context, and 
subject area, it has been suggested that discourses of ‘markets, opportunity, choice, and 
competition’ are ‘very seductive for all those with an interest in physical education (PE)’ 
(Macdonald, 2014, p.496). 
Theorisations about the potential implications of outsourcing on health and physical 
education (HPE) are not new, with discussions about the ‘decline and fall’ (Hoffman, 1987) 
of the subject as a result of external agencies being permitted access to its content and 
delivery being articulated 30 years ago. Since then, with outsourcing in HPE ‘progressing 
apace’ despite being ‘untried and untested’ (Evans & Davies, 2015, p.5), academics have 
called for research that investigates the consequences of this practice on the overall 
conceptualisations of the subject (Evans & Davies, 2015; Williams & Macdonald, 2015). 
The outsourcing of HPE work, therefore, has been identified as an area of 
increasing concern, with educational researchers recently turning their attention to 
undertaking empirical studies that address this topic. Considering this recent increase in 
empirical studies, this paper seeks to examine the extent, nature, and range of research 
activity, summarise and share research findings, and identify gaps in existing research in 
order to provide a context for future scholarly inquiry. 
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Methodology 
The broad research question underpinning this review was ‘What empirical work has 
been undertaken on the outsourcing of HPE in schools?’ We should note here that while 
HPE is the name of the subject in Australian and New Zealand schools, in other countries 
the curricular area we are referring to is called PE. Considering our focus, it was deemed 
appropriate to conduct a scoping literature review as our intent was to ‘determine what sorts 
of studies…have been carried out, where they are published…what sorts of outcomes 
they have assessed, and in which populations’ (Petticrew & Roberts, 2006, p.48). In 
order for our review to be as ‘explicit, transparent, replicable’ (Oakley, 2000, p.3) and 
rigorous as possible, we modified Arksey and O’Malley’s (2005, p.22) scoping review 
framework by adjusting for ‘fit’ several methodological techniques that are typically found in 
systematic reviews. Table 2.1 details the stages of our review process and, rather than 
offering comparisons between systematic and scoping reviews, instead presents the 
originating methodological framework for each stage of our process. 
 
Table 2.1. Review process stages according to methodological framework 
  Systematic review Scoping review 
S
ta
g
e
 
Research question  Broad focus 
Relevant article 
identification 
Literature located through electronic databases, 
reference lists of key papers, and citations of sourced 
documents 
Article selection 
Inclusion/exclusion criteria 
defined at outset 
Inclusion/exclusion criteria 
adapted post hoc 
Data charting  Qualitative coding 
Collating, 
summarising and 
reporting the 
results 
Critical analysis of 
methodological quality 
and findings and 
determination of 
consistent and variable 
messages generated by 
this body of work 
Identification of 
parameters and gaps in 
body of literature 
 
Overall, our approach required: a broad research question to be identified, initial 
inclusion and exclusion criteria to be defined and further adapted as the process 
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progressed, a comprehensive literature search to locate relevant publications, charting of 
their data, and collating, summarising and reporting of the results including a critical 
appraisal of the corpus of literature as a whole. 
 
Inclusion and exclusion criteria 
Only empirically based papers, defined as investigations that produced results based on 
observing and measuring phenomena rather than abstract theorising (Doyle, 2011; 
Harcup, 2014), were included in this review. Although several commentary and 
predictions-based publications (e.g. Dyson, Gordon, & Cowan, 2011; Feuerstein, 2001; 
Hoffman, 1987) offered valuable contextual insight, these were excluded from the analysis 
as our interest was in what is empirically known about the practice of outsourcing in schools 
during formal HPE curriculum time. Any articles in languages other than English were also 
excluded. Furthermore, intervention-based articles were excluded as previous systematic 
reviews have been conducted on this topic (see Dudley, Okely, Pearson, & Cotton, 2011). 
 
Literature search 
Relevant articles were selected firstly through a search of the ERIC and ProQuest 
Education Journal databases using the key terms of ‘external providers’, ‘outsourcing’, 
‘privatisation’, or ‘external agencies’ all paired with either ‘HPE’, ‘PE’, or ‘health 
education’. As conventional subject searching alone may miss significant articles for 
inclusion (Papaioannou, Sutton, Carroll, Booth, & Wong, 2010), additional relevant articles 
were obtained through a search of the reference lists and citations of the sourced 
documents (Hastie, Martinez de Ojeda, & Calderón, 2011; Wallhead & O’Sullivan, 2005). 
Awareness that this specific search language might not be employed by all scholars led 
the authors to then undertake a manual search for articles published in the last five years in 
five popular HPE journals (i.e. European Physical Education Review; Physical Education 
and Sport Pedagogy; Sport, Education and Society; Journal of Teaching in Physical 
Education; and Research Quarterly for Exercise and Sport) that might offer empirical 
evidence on this specific research question. The literature search took place between 2014 
and 2016. 
 
Charting the data 
The 31 gathered empirical publications were analysed and their manifest content was 
systematically coded (Breuning, 2011) in relation to: country of origin, study focus, 
participants recruited, subject and school level researched, study length, data sources, 
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nature of analysis, and theoretical or conceptual framework. This coding scheme was 
carefully designed and follows a structure similar to that of the abovementioned Sport 
Education reviews (Hastie et al., 2011; Wallhead & O’Sullivan, 2005). Similar to previous 
systematic reviews (i.e. Dudley et al., 2011), the articles were assigned numeric values (1–
31) and are henceforth referenced in text using superscript, as well as being detailed in a 
separate reference list at the end of this paper. 
 
Critical analysis 
It should be acknowledged that the ‘focus on explicit and systematic coding rules does not 
mean that the content analysis avoids interpretation, but rather that it separates the 
data-gathering operation from the interpretation of the results’ (Breuning, 2011, p.492). 
There is no specific assessment of the quality or ‘weight’ of evidence, typical of 
systematic reviews. Instead, the critical interpretation of the findings focuses on 
‘determining the consistent and variable messages that are generated by this body of work’ 
(Davies, 2004, p.21) to identify parameters and gaps in the literature corpus (Armstrong, 
Hall, Doyle, & Waters, 2011). The subsequent findings are, therefore, based only on the 31 
collected articles. As a final note, although all efforts have been made to code and 
critically engage with the literature corpus, this type of large-scale scoping exercise can 
potentially miss unclear or well ‘hidden’ elements in the original articles. 
A summary of the coding of the empirical studies is presented in Table 2.2, grouped 
by country and ordered chronologically, with a critical synthesis subsequently provided. 
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Table 2.2. Coded empirical studies 
Paper 
No. 
Author, Year, 
Country 
Focus Participants/ 
Context 
Subject Length Data sources Analysis and 
Theoretical or 
Conceptual Frame 
1 Williams and 
Macdonald 
(2015) 
 
AUS 
Specialist HPE 
teachers’, principals’, 
and external 
providers’ reasons 
for participating in 
outsourcing 
arrangements 
6 Queensland 
(QLD) schools 
and their 
external 
providers 
PE – Primary 
and 
Secondary 
Unspecified 
(12 month 
period) 
Collective 
case study: 
Interviews, 
Overt 
participant 
observation 
(field notes) 
Dynamic, non-linear 
coding (Initial/open then 
Focused/ 
integrative/selective) 
 
 
Realist mode. Accounts-
of-practices and 
practices–in-themselves. 
2 Johnson et al. 
(2014) 
 
AUS 
10-lesson 
relationship and 
sexuality education 
unit implementation 
(pilot) 
2 South-East 
QLD schools 
(1 
independent, 1 
government) – 
5 Yr 6 
teachers 
Sexuality 
Education – 
Primary 
Unspecified Survey, 
Focus Groups 
Unspecified 
3 Smith et al. 
(2012) 
 
AUS 
Reliance on external 
providers to deliver 
sexuality education 
81 government 
schools –
principals, 
assistant 
principals or Yr 
5/6 teachers 
Sexuality 
Education – 
Primary 
Once-off  Survey, 
Interviews 
Qualitative 
Content analysis 
 
Quantitative 
Descriptive analysis 
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4 Whipp et al. 
(2011) 
 
AUS 
Professional benefits 
of externally provided 
physical activity 
program on 
generalist teachers’ 
PE-related 
confidence, 
knowledge and 
perceptions 
5 generalist 
teachers 
PE – Primary 6 months Interviews 
(pre- and post-
program) 
Qualitative 
Content analysis, 
Meaning units coded 
 
Quantitative 
Wilcoxon signed ranks 
procedures, Effect sizes 
(Cohen’s d) 
5 Williams et al. 
(2011) 
 
AUS 
Prevalence of HPE 
work outsourcing: 
ways schools were 
using it and reasons 
for doing so 
271 QLD 
schools –
principals and 
teachers 
(Paper 
provides 
further rich 
description of 
school 
contexts) 
PE – Primary 
and 
Secondary 
Once-off (3 
month 
period) 
Survey 
(internet and 
mail 
distribution)  
Qualitative 
Content analysis 
 
Quantitative 
Relational analysis 
 
 
Supply and Demand 
6 Morgan and 
Hansen (2007) 
 
AUS 
Classroom teachers’ 
difficulties when 
teaching PE: ways to 
improve primary PE 
quality 
38 schools – 
189 teachers 
(51.8% urban, 
48.2% rural) 
PE – Primary Once-off  Questionnaire, 
Interviews (31) 
Qualitative 
Constant comparison 
(thematic analysis) 
Inductively derived codes 
 
Quantitative 
Normality check, 
Frequency distribution, 
Pearson product-moment 
correlation coefficients, t-
tests, ANOVA 
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7 Ardzejewska 
(2006) 
 
AUS 
Extent subject 
specialists are used 
401 New 
South Wales 
(NSW) public 
school 
principals  
 
PE – Primary Unspecified Exploratory 
questionnaire, 
Interviews 
Qualitative 
Thematic categorisation  
 
Quantitative 
Pearson chi-square test 
 
 
Subject Epistemology 
8 Webster 
(2001) 
 
AUS 
Teachers’ 
perceptions of PE 
within K-6 Personal 
Development HPE 
Key Learning Area 
37 NSW 
schools – 227 
teachers 
(stratified 
sample) 
PE – Primary Once-off Questionnaire 
Qualitative 
Coding, Categorisation 
 
Quantitative 
Pearson chi-square test, 
Means, Deviation 
9 Evans (1993) 
 
AUS 
Using Evans’ (1992) 
Sport Development 
Officers (SDOs) 
study (who they are, 
their perceived role, 
role responsibilities): 
implications for 
physical and sport 
education, and 
teacher education 
SDOs –
Unspecified 
number 
PE – Primary Unspecified Interviews, 
Questionnaire, 
Observation 
Unspecified 
10 Veitch (1954) 
 
AUS 
Fact and method of 
organising winter 
sport 
Junior 
Technical 
School – 
Caulfield, 
Melbourne, 
Victoria 
Sport Unspecified Researcher 
observations 
Unspecified  
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11 Dyson et al. 
(2016) 
 
NZ 
Classroom teachers’ 
perspectives of 
external providers in 
their primary school 
133 Aotearoa 
schools – 487 
classroom 
teachers 
PE – Primary 
and 
Intermediate 
Unspecified Questionnaire, 
Interviews (33) 
Qualitative 
Thematic descriptions, 
Inferential coding 
 
Quantitative 
Descriptive statistics 
12 Powell (2015) 
 
NZ 
Examining practice 
of outsourcing PE 
lessons to external 
sports organisations 
2 Auckland 
schools (1 
suburban 
catholic 
coeducational, 
1 rural state 
coeducational) 
PE – Primary Unspecified Critical 
ethnography: 
Conversations, 
Observations, 
Documentary 
evidence 
Governmentality, 
Assemblage (Foucault) 
13 Petrie et al. 
(2014) 
 
NZ 
‘Mapping’ changing 
HPE provision 
landscape: exploring 
number and type of 
‘available’ HPE-
associated programs 
and resources 
124 programs HPE – 
Primary and 
Secondary 
Once-off  Internet 
searches 
Qualitative 
Discourse analysis 
 
Quantitative 
Statistical analysis 
 
 
Market discourses in 
education (HPE 
specifically) 
14 Gordon et al. 
(2013) 
 
NZ 
Contemporary 
primary school PE 
examination 
11 teachers PE – Primary Unspecified Interviews Thematic analysis 
(Inductive) 
15 Moran (1998) 
 
NZ 
Nature and extent of 
aquatic programs 
from teachers in PE 
1987: 138 
schools 
1996: 130 
schools 
Aquatics 
Education 
Once-off 
(10 years 
apart) 
Self-
administered 
questionnaire 
Unspecified 
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16 Jones and 
Green (2015) 
 
UK 
Examines who 
delivers primary PE 
and its 
consequences 
36 North-West 
England state 
school subject 
leaders 
(Purposive 
sample) 
(Paper 
provides 
further rich 
description of 
school 
contexts) 
PE – Primary Unspecified Interviews Coding (Grounded 
Theory) 
17 Smith (2015) 
 
UK 
Ways School Sport 
Partnership (SSP) 
facilitated increased 
sports coach use in 
PE delivery in state 
primary schools and 
how coaches were 
accommodated 
within existing 
curricular 
arrangements 
14 North-West 
England SSP 
members 
PE – Primary 1 month Interviews Thematic analysis 
‘In-vivo’ and ‘analytic’ 
codes 
18 Powell (2014) 
 
UK/CANADA 
School-based 
corporate ‘solutions’ 
to childhood obesity 
‘problem’ 
Two corporate 
anti-obesity/ 
health 
education 
programmes:  
Eat Like a 
Champ 
(Danone UK) 
Long Live Kids 
(Concerned 
Children’s 
Advertisers’ 
Canada) 
Health 
Education – 
Primary 
Unspecified Documentary 
evidence 
(corporate 
resources, 
websites, 
media 
releases) 
Governmentality 
(Foucault) 
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19 Ward (2013) 
 
UK 
Landscape of 
primary school 
teachers’ games 
pedagogical content 
knowledge (PCK) 
12 West 
Midlands PE 
coordinators  
PE – Primary Unspecified Interviews Open coding 
 
 
PCK: general, domain, 
topic-specific (Veal and 
MaKinster) 
20 Rainer et al. 
(2012) 
 
UK 
Head teacher 
challenges in 
effectively creating 
and managing high 
quality PE and 
School Sport (PESS) 
supportive 
environment 
14 South 
Wales head 
teachers 
PE – Primary 3 months Interviews Content analysis 
(Inductive, Deductive) 
21 Harris et al. 
(2012) 
 
UK 
Explores teachers’: 
PE experiences 
during Initial Teacher 
Training; PE context 
(prior to national PE-
CPD program); 
perceptions of 
immediate/longer-
term effects of PE-
CPD program 
Teachers – 5 
Local 
Education 
Authorities 
(LEAs), 
England 
PE – Primary Unspecified Documentary 
evidence (pre-
course audits 
[305], course 
evaluations 
[459]), 
Focus groups 
(17), 
Interviews (19) 
Qualitative 
Coding, Constant 
comparison, Construct 
mapping 
 
Quantitative 
Descriptive statistics 
 
 
Theory of Change Logic 
Model 
22 Flintoff et al. 
(2011) 
 
UK 
Extent SSPs have 
successfully 
embedded high 
quality practice in 
PESS 
8 North 
England SSP 
coordinators 
PE – Primary 
and 
Secondary 
Unspecified Interviews, 
Documentary 
evidence 
(lesson plans, 
school 
policies, 
internal PE 
audits, PE 
evaluation 
summaries) 
Open coding, 
Constant comparison 
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23 Blair and Capel 
(2011) 
 
UK 
Perceptions of 
community-based 
football coaches: 
impact of CPD 
program on their 
ability to undertake 
primary school PE 
work 
21 football 
community 
coaches 
PE – Primary 12 months Interviews 
(individual and 
group), 
Questionnaire
s, Practical 
lesson video 
analysis, 
Document 
analysis, 
Participant 
observation, 
Coaches’ 
folders,       
Field notes 
Treated inductively - 
interpretivist epistemology  
 
 
Coaches CPD – Social 
Theory of Learning 
24 Griggs (2010) 
 
UK 
Influence of PE 
participation time 
targets on teachers 
willingness to ‘give 
up’ PE teaching to 
sport coaches and 
the confidence of 
coaches to teach PE 
23 sports 
coaches 
PE – Primary Unspecified Self-
completion 
questionnaires 
(23), 
Interviews (8) 
Open coding 
25 Blair and Capel 
(2008) 
 
UK 
CPD program 
developed for 
football coaches to 
address their 
knowledge, skill, and 
understanding to 
deliver high quality 
PE lessons 
Football 
coaches – 
Unspecified 
number 
PE – Primary 12 months Unspecified 
Program evaluated in 
relation to: development 
of knowledge, 
understanding, and skills 
to teach primary PE; and 
effectiveness of CPD 
format 
 
 
Coaches CPD – Social 
Theory of Learning 
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26 Griggs (2008) 
 
UK 
Increasingly 
significant role that 
school sport 
providers are playing 
in primary school PE 
17 West 
Midlands sport 
coaches 
PE – Primary Unspecified Self-
completion 
questionnaires 
(17),  
Interviews (8) 
Coded – pertinent 
phrases selected 
27 Lavin et al. 
(2008) 
 
UK 
Nature and extent of 
coaches/adult 
supporting 
learning/teaching 
assistants use in 
primary school 
curriculum PE 
delivery 
124 schools in 
2 LEAs, North 
West England 
– 25 teachers 
PE – Primary Unspecified Questionnaire, 
Follow-up 
interviews (25) 
Unspecified 
28 Ward (2005) 
 
UK 
Specialist use in PE, 
music, and art 
Schools – 
Unspecified 
number 
PE, Music, 
Art – Primary 
Unspecified Survey Unspecified 
29 Jette et al. 
(2016) 
 
USA 
Critical examination 
of Let’s Move! anti-
obesity program 
One program PE – Primary 
and 
Secondary 
Unspecified Documentary 
evidence 
(websites, 
statement/pres
s releases, 
campaign 
progress 
reports) 
Governmentality 
(Foucault) 
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30 McKenzie et al. 
(1997) 
 
USA 
Evaluating combined 
health-related 
curriculum and in-
service program: 
quantity and quality 
of elementary school 
PE  
7 schools in 1 
district, 
California: two 
consecutive 
cohorts of 
fourth-grade 
and fifth-grade 
classes  
PE – Primary 4 years SOFIT 
Observations 
(System for 
Observing 
Fitness 
Instruction) 
including 
momentary 
time sampling, 
curricular 
lesson context 
coding, partial 
interval 
recording 
ANOVAs 
31 McKenzie et al. 
(1993) 
 
USA 
Evaluation of 
combined health-
related curriculum 
and in-service 
program on quality 
and quantity of PE 
lessons 
7 suburban 
schools in 1 
district, 
California: 28 
fourth-grade 
classes (112 
lessons) 
PE – Primary 8 months SOFIT 
Observations 
 
ANOVAs 
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Findings and discussion 
Research focus 
The collected empirical studies included those focusing explicitly on the practice of 
outsourcing in schools and those where outsourcing was a secondary focus or became a 
focus as a result of the findings of the study. 
Firstly, outsourcing was interpreted as the primary purpose of a study when there 
was an overt examination of the connection and interaction between schools and 
external agencies. This included publications that explored: the decisions and motivations 
of schools and external agencies to enter into educational partnerships1,5,12; transitions of 
external agencies from extra-curricular activity provision to involvement in HPE 
lessons24,26; the extent of reliance on external agencies to deliver HPE2,3,7,10,11,14-17,22,27,28; 
and the preparedness of external providers to deliver high quality HPE in schools9,23,25 
or contribute to the professional development of teachers4. In addition, one publication 
mapped the services that are available to schools13 and a number of articles sought to 
evaluate or critically engage with some of the ‘solutions’ that external agencies were 
providing18,29-31. 
Secondly, there were several articles present in the corpus of publications which, 
while not explicitly focused on the outsourcing of HPE in schools, did engage with the 
implications of outsourcing in their findings. These included, for example, publications 
on generalist teachers’ knowledge, experiences, perceptions, and challenges of 
teaching HPE6,8,19-21, where the data generated also revealed the existence of 
relationships between these teachers and external agencies. 
Although the corpus of publications provide data on a broad range of issues 
connected to outsourcing, this review revealed that limited data exist on how the external 
agencies interact with the formal curriculum and approach pedagogy and assessment 
within HPE, and the interests, agendas, and knowledge of external agencies in the HPE 
space. Such is the significance of this dearth of data that it will be discussed in more detail 
in subsequent sections of this paper. 
 
Selected school setting and participants 
Despite the relatively disparate stated research foci, there was consistency across the 
publications in both the selection of data collection contexts and recruited participants. 
All 31 of the empirical studies either directly collected data about primary schools 
or investigated external providers delivering content to those year levels. Only five 
publications1,5,13,22,29 extended their work to involve research about post-primary settings, 
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of which only two collected data in that specific setting1,5. This finding is perhaps 
unsurprising considering generalist teachers are required to teach HPE in many primary 
school contexts (Garrett & Wrench, 2007) and this requirement challenges many of these 
teachers, who feel neither competent nor confident in the subject (Decorby, Halas, Dixon, 
Wintrup, & Janzen, 2005; Faulkener & Reeves, 2000; Garrett & Wrench, 2007; Morgan, 
2008; Morgan & Bourke, 2008). Amongst other things, teacher willingness to hand 
over responsibility for delivering this subject to external providers3,4,6-8,11,12,14,16,17,23 has 
allowed outsourcing to thrive in the primary school context13. While research on outsourcing 
is, therefore, certainly necessary in primary school contexts, it does not rationalise or justify 
the lacuna of post-primary school research. Outsourcing is, after all, also increasingly 
happening in post-primary contexts1, a phenomena which is arguably more curious 
considering the prevalent employment of specialist secondary HPE teachers. It is crucial 
that data is collected in post-primary schools in order to gain a more comprehensive 
understanding about how this practice operates and impacts the secondary school context. 
Contextual details of the selected school settings, such as geographical location 
(i.e. metropolitan and rural), socio-economic status, system (i.e. public and private), 
structure (i.e. single-sex students and coeducational), or school size, were only provided 
in eight articles2,3,5-7,12,16,31. Of these, only two offered extensive commentary: one in the 
form of a table detailing the ‘demographics of research population, sample and 
respondents’5(404), and the other through a paragraph designed to exemplify the ‘purposive 
sample of known characteristics in order to ensure that a diverse range [of schools] was 
chosen’16(2). It could be argued that this rich description should be provided in all articles, 
as the context will have significant implications for what influences supply of, demand for, 
and accessibility to, outsourcing services, and for how the reader interprets the data that 
have been generated through these studies. 
Research participants recruited within the above contexts were either principals or 
teachers, which was the case for 23 of the articles, or the external providers themselves, 
as per nine of the articles. Although triangulation is typically associated with methods and 
designs, it can also refer to the collection of accounts from multiple participants, that is, 
data triangulation (Denzin, 1973). Almost all publications recruited only one of the 
potential participant groups as a source of information, with only two articles1,12 
concurrently generating data with both school staff and external agencies. In order to gain 
a fuller understanding of the practice of outsourcing, we argue that educational 
researchers should be recruiting curriculum makers, school leaders, external agencies, 
and, importantly, students to help them understand the complex phenomenon that is 
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outsourcing. 
There were several publications that included indirect or brief references to student 
experiences of outsourcing, such as when teachers explained how outsourcing, from their 
perspective, increased student motivation, engagement in, or excitement for HPE1,5,7,9. The 
singular example of student generated data shared within the collected texts saw two 
words featured in parenthesis in the context of a student describing an activity as ‘“too 
easy”’12(84). In addition, the authors of one of the articles did highlight that ‘it would have 
been worthwhile to also measure changes in students’ perceptions’4(74). That being said, 
absent in all publications were extensive data generated with or by students that captured 
their perceptions and experiences of outsourcing. This finding was unexpected given the 
robust literature devoted to advocating for student voice in educational decision-making 
and research (Bragg, 2007; Brooker & Macdonald, 1999; Cook-Sather, 2006; El-Sherif, 
2014; Enright & O’Sullivan, 2013; Fielding, 2001; 2004) and the central role student voice 
now seems to be playing in educational policy making (Australian Institute for Teaching 
and School Leadership [AITSL], 2013). Students are the primary stakeholders in the 
educational experience and it is essential that any future research on outsourcing 
practices begins to seriously engage with their voices. 
 
Methodologies 
In order to obtain and generate data about these participants’ experiences and 
perceptions of outsourcing in their respective settings, a multitude of methodologies 
were utilised within the empirical studies. 
 
Data collection methods 
Table 2.3 details the frequency of data collection methods employed within the gathered 
studies. There were instances where multiple methods were utilised within one 
publication; this is reflected in Table 2.3 in that the total sum of methods exceeds the 
number of articles collected. 
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Table 2.3. Data collection techniques employed 
Method 
No. of 
articles 
Articles 
Interview 19 
1, 3-4, 6-7, 9, 11-12, 14, 16-17, 
19-24, 26-27 
Focus Groups 3 2, 21, 23 
Questionnaire 10 6-9, 11, 15, 23-24, 26-27 
Document Evidence 7 12-13, 18, 21-23, 27 
Observation 7 1, 9, 10,12, 23, 30-31 
Survey 4 2-3, 5, 28 
Not specified or Other 2 23, 25 
 
Interviews, conducted within 19 of the publications, were the most frequent data 
collection technique used, a finding that is unsurprising given their extensive use within 
qualitative research in general (Barlow, 2009). Although pairing interviews with 
observational data ‘promises both depth and breadth’ (Barlow, 2009, p.496), this 
particular methodological approach was only employed in four articles1,9,12,23. In general, 
the observation of the actual practice and pedagogy of outsourcing was infrequently 
utilised; present in just seven articles, the majority therefore relied solely on participants’ 
perceptions. 
An additional and arguably underutilised technique within this particular research 
area was collecting documentary evidence. Of the seven publications that employed 
this method, the documents sourced included field notes23, evaluations21,22, and 
corporate resources and websites12,13,18,29. This latter data source, that is, digital media, 
was rarely engaged with as either a source of data or a data collection method. One 
approach to researching digital media prevalent in the broader education literature, which 
could be considerably generative in regards to the outsourcing of HPE work, is network 
ethnographies (Ball & Junemann, 2012; Howard, 2002) and the construction of network 
diagrams (Hogan, 2014). Considering that external agencies increasingly advertise, make 
products available, and communicate to schools via online media, it is significant that only 
one study employed internet searches13. We suggest, therefore, that it is imperative that 
researchers in this space begin to extend their methodological repertoire and develop 
and use innovative digital methodological techniques. 
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Finally, and briefly touched on previously when discussing the pairing of interviews 
with other research techniques, is the notion of methodological triangulation: the use of 
several different methodologies to address one question (Denzin, 1973; Webb, Campbell, 
Schwartz, & Sechrest, 1999). Table 2.4 provides an overview of the number of data 
collection procedures employed within each article. While it has long been argued that 
employing multiple data collection methods within any study can serve to compensate 
for the individual limitations of any one method and increase the credibility and validity 
of the work (Greene, Caracelli, & Graham, 1989), over half of the empirical publications 
employed only one methodological technique to generate data. An additional 
recommendation to come from this review is, therefore, that in future those undertaking 
research on outsourcing in HPE may wish to consider whether methodological 
triangulation might add value to the work they do. 
 
Table 2.4. Number of data collection procedures employed 
No. of data 
collection 
procedures 
No. of articles Articles 
1 17 
4-5, 8, 10, 13-20, 25, 
28-31 
2 10 
1-3, 6-7, 11, 22, 24, 26-
27 
3 2 9, 12 
4+ 2 21, 23 
 
Study size 
There was a significant range in the number of participants recruited, and this was 
influenced by the intentions and methodologies of the research undertaken. The level of 
specification and details that authors provided about participants varied, making 
comparisons challenging. In several instances, the school itself was detailed as the unit 
of analysis, with information only provided on the number of schools recruited. In this 
small number of cases, details on the number of staff approached within these schools 
were absent. Conversely, there were cases where only the numbers of staff recruited were 
detailed, with no information offered on whether these individuals were from the same, or 
represented different, schools. Finally, there were articles that outlined the number of 
observed lessons within their selected schools, but provided no information on the number 
of associated school staff or the quantity of students involved. As a whole, this corpus 
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of empirical studies highlights the need for clear specification of, and more extensive 
information about, participants and study size. 
Within articles examining external providers, the unit of analysis was consistently 
the organisations’ programmes, with the study size and breadth ranging from national 
studies that mapped the whole external provider market landscape of 124 programmes13 
to two studies that offered comprehensive analysis of one29 or two18 specific programmes. 
While further large-scale mapping of external provider market landscapes is still required in 
different contexts, there is also a need for more in-depth, small-scale research on individual 
programmes to examine the micro-practices that shape the external provision of HPE. 
 
Study length 
Although a variety of research methods were employed and study sizes recruited, there was 
consistency in the length of the empirical studies. While there was a distinct lack of detail 
provided within the publications about the study duration, due to the methodological 
techniques employed, such as single questionnaires or interviews, it can be assumed 
that data collection happened most frequently on a once-off basis. A small number of 
observation-based studies were, however, included in the collected publications and the 
length of these varied from six months4 to four years30. 
 
Analysis and theoretical or conceptual frameworks 
In terms of the nature of analysis undertaken, quantitative and mixed-method studies 
utilised a range of procedures including Wilcoxon signed ranks, effect sizes, relational 
analysis, normality check, frequency distribution, correlation coefficients, t-tests, ANOVAs, 
descriptive analysis, and statistical analysis. For qualitative studies, frequently employed 
techniques were content analysis, coding, and thematic categorisation. 
Despite the studies detailing these analysis techniques, only 11 of the publications 
discussed the theoretical or conceptual frameworks underpinning those procedures and 
the researchers’ subsequent findings1,5,7,12,13,18,19,21,23,25,29. Although several papers did 
make reference to broader neoliberal ideologies, just one publication specifically located 
their work in relation to market discourses transforming the HPE space13. In those papers 
which sought to understand outsourcing decisions and motivations, theoretical 
approaches included applying the economic concept of supply and demand5, using 
subject epistemology to explore curriculum delivery and staff allocation7, and considering 
teachers’ pedagogical decision-making in relation to Shulman’s (1986) concept of 
pedagogical content knowledge19. Research which focused on experiences of 
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outsourcing included publications that treated data as both accounts-of-practices and 
practices-in-themselves1 as well as those that drew on Foucault’s concept of 
governmentality to examine how external providers govern both teachers12 and 
students18,29. These articles tended to be those that were more recently published, with 
advances in theoretical frameworks since the initial empirical work potentially offering the 
prospect of moves towards more wide-ranging and robust understandings of outsourcing. 
 
Findings about findings 
Firstly, it should be acknowledged that evidence of the widespread availability, acceptance 
and use of external providers in HPE was a feature within almost all articles1,3,5-21,23-29. 
A thematic analysis of the other findings resulted in three dominant themes: curriculum, 
pedagogy, and assessment; expertise; and partnerships. 
 
Curriculum, pedagogy, and assessment  
A popular question within the analysed literature was what aspects of the HPE curriculum 
are most often outsourced to external agencies. There was considerable consistency 
in the 12 articles offering empirical evidence relating to this question. According to 
these publications, the most commonly outsourced HPE services were gymnastics, 
aquatics and swimming, Australian Football League, rugby, dance, cricket, and   
soccer5-8,10-11,14-15,17,19-20,27. Analysis of the nature of the studied external providers was 
also instructive, with those directly mentioned having programmes related to general 
skills and fundamental movement4, sport-specific skills12,23,25, obesity prevention18,29, 
health30-31, and sexuality education2,3. 
While these specific papers offered insight into both the range of external services 
available and how schools are engaging with them in regards to the curriculum, only two 
examined whether external agencies themselves make any explicit links to curriculum 
objectives11,13. There was, however, evidence of external agencies developing their own 
curricula to implement within allocated HPE curricular time in order to examine its effect 
on the quantity and quality of these HPE lessons30-31. Overall, the findings from the 
empirical studies confirm that a significant, and growing, portion of the HPE curriculum and 
even curriculum construction itself is, in the words of Pope (2014, p.507), ‘up for grabs’. 
In terms of pedagogy, a number of publications drew on data that suggested 
external agencies offered a ‘new voice’ and a more enjoyable pedagogical experience than 
teachers, thus enhancing student engagement within HPE6-7,9,16,19. There was also, 
however, a number of articles that questioned the pedagogical knowledge of external 
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providers11,19-20,22, especially in regards to catering for the specific learning needs of 
students11-12,17 and specific behaviour management expertise16-17. These latter articles 
often highlighted that there were ‘pedagogical ramifications when non-qualified teachers 
are involved in teaching a subject’7(5). Again, however, it was notable that there was a dearth 
of data on what exactly these ramifications were. Indeed, very little data was generated or 
at least shared on what the ‘engaging pedagogies’ employed by external providers looked 
like or the impact of these pedagogies. The silence around assessment is also notable within 
the collected empirical studies. Only two texts11,14 include mention of assessing students, 
both noting that swimming was the only externally provided programme that featured 
either formative or summative assessment11,14. 
As a whole, the research design, foci and findings of these publications suggest 
that there is scope for more in-depth and sustained studies on the influence of outsourcing 
on the curriculum, pedagogy, and assessment in HPE. 
 
Expertise  
The most frequently given justifications for allowing external providers access to HPE 
curriculum, pedagogy, and assessment was a lack of knowledge or skill by generalist 
teachers or the opportunity to access ‘expertise’1,5-9,11-12,14,16-17,19,27. Within the empirical 
studies, it appears that when gauging ‘expertise’, there is seemingly a preference for 
sport-specific knowledge over curricular or pedagogical knowledge. This is evident 
through the absence of curriculum language in external providers’ articulations about the 
experiences they offer1 and the observed misalignment of externally provided lessons 
with curriculum requirements6,11. Further supporting this notion are external providers’ 
assertions that, for example, ‘personal experiences in sport were sufficient to deliver 
games’ in HPE19(570). It is argued that this preference for sport-specific knowledge is 
a consequence of a prevailing ‘“teaching PE is the same as coaching sport skills” 
discourse’12(77). 
Worryingly perhaps, this perception about external provider ‘expertise’ holds enough 
strength that many teachers consider these externally provided lessons to be professional 
development5,11-12,21,27. Only one article explored in-depth whether externally provided 
programmes can impact generalist teachers’ HPE professional development4. Several 
other articles, however, briefly touched on: whether these programmes have any effect 
on teachers’ confidence in, or specialist knowledge of, teaching HPE17; tensions between 
external provider professional development promises, researcher observations, and 
teacher understandings of professional development; and, finally, how working with sport-
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specific coaches can reinforce the abovementioned sport and skill-centred nature of 
HPE19. 
Countering this notion of external provider ‘expertise’ was the perspective that these 
individuals ‘were not (nor could they be viewed as) functional alternatives, let alone 
equivalents, to qualified teachers’16(6). Reinforcing this, four publications offered 
information about external providers’ lack of formal teaching qualifications, highlighting 
that instead they tended to hold coaching accreditation or have previous competitive 
experience as an athlete9,11,23,25. There were strong assertions that these qualifications do 
‘not translate straightforwardly and unproblematically into effective teaching practice’ in 
curricular HPE17(881). In addition, a number of publications demonstrated that external 
providers themselves need extensive professional development in regards to their 
planning, pedagogy, and curricular knowledge23,25. 
Taken together, these findings demonstrate that while schools and teachers have 
been seen to accept and often embrace the role of external providers in delivering HPE 
due to the perceived content ‘expertise’ of these external providers, there is limited to no 
evidence that external providers have the pedagogical or curricular knowledge or skills to 
construct experiences that address curriculum or syllabus outcomes8. 
 
Partnerships: Building and sustaining 
The initiation and building of partnerships between schools and external providers was 
another theme constructed from the review of the findings. For the purpose of this review 
paper, partnership was considered to be the strategic relationships among organisations 
that retain substantial independence (Berliner, 1997). Four articles22-26 offered evidence of 
external providers transitioning to delivering curricular HPE lessons as a ‘further 
development of work already being undertaken’24(43), with involvement in extra-curricular 
activities the typical initial connection. Absent, however, was discussion on the decision-
making processes that led to the selection of specific organisations over others, and the 
sustainability of these connections. 
Although a small number of publications did outline and quantify the nature and 
types of organisations visiting schools, it was difficult to ascertain whether there are any 
preference trends. This is a consequence of the lack of consistency in the naming of external 
provider categorisations, which included: ‘school sport partnerships’ and ‘private 
companies’27; ‘local health services’ and ‘government funded primary school nursing 
programs’3; ‘government funded’, ‘not-for-profit organisations’, and ‘commercial 
operations’
13
; ‘national bodies’, ‘private providers’, and ‘community groups’
11
; and ‘sporting 
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association development officers’, ‘private company specialists’, and ‘local authority 
instructors’20. While these publications provide evidence on what kind of providers are 
seeking a role in HPE provision, again, they offer little to no evidence as to why particular 
agencies might be more attractive to schools than others. 
Finally, issues of sustainability of partnerships were not discussed in any of the 
collected articles. This perhaps stems from the lack of consensus on how external 
providers should be employed within schools in the first place. The six publications that 
offered evidence on this notion presented contradictory views. Three suggested that schools 
either utilise external providers to help deliver the HPE curriculum27, acting to ‘complement 
and supplement the teaching of the generalist teacher’8(3), or that a specialist HPE teacher 
should be employed over any external provider16. In contrast, a number of publications 
reported significant enthusiasm about the external provider concept6 to the point that 
they established ‘an overwhelming desire for external providers to completely deliver 
the…curriculum’3(254) and proposed that employing external providers, coaches more 
specifically, might ‘represent the “PE of the future”’17(878). Although these latter three 
scenarios potentially represent a ‘threat…to the professional identities and status’17(880) of 
teachers, the loss of HPE teaching experiences to external providers was ‘considered 
an unavoidable consequence of having input from specialists’19(572). It is challenging to 
determine which model would be the most effective, as there was no examination of how 
schools and external providers might maintain programmes over time and/or continue to 
draw on skills learned after the externally provided programme finished. This uncertainty 
can also be partially attributed to the dearth of evidence on how teachers engaged with 
the external providers, a concept that was addressed overtly in only four articles6,11,17,27. 
Varying levels of teacher interaction were documented, from the majority being present 
for externally provided lessons11,27, to an even split between absence and presence only 
in a supervisory capacity17, to less than half that ‘preferred to co-teach…or 
observe…sessions and then continue once experts had left’6(103). 
Overall, it is clear that further work is necessary to understand the process of 
building and sustaining partnerships with external providers, and the bridging and brokering 
of knowledge that needs to occur with various kinds of ‘partners’. With few empirical studies 
currently progressing beyond examining why HPE is outsourced, what aspects of HPE are 
outsourced, and to whom, it is necessary to develop a research agenda to progress the 
field forward and ascertain the impact of these decisions on the quality of the subject. 
 
 
 Page | 65  
 
Towards a research agenda 
While a substantive and growing body of work has been undertaken on the practice of 
outsourcing in HPE, there remain significant questions to be answered. As such, it is 
crucial that outsourcing continues to be a focus of inquiry for the field, and that both balance 
and depth is sought in the data generated. This can be addressed through expansion of the 
data collection contexts to encompass post-primary schools, further large and small-scale 
investigations of external provider programmes, and the reconsidering and reconfiguring 
of the current methodological approaches utilised within the field to ensure all stakeholder 
voices can be heard on the topic of outsourcing HPE work. Further, the application of new 
theoretical or conceptual frameworks could potentially help to address many of these 
current methodological and design issues. 
Of serious concern is the limited number of stakeholders consulted on the impact 
that educational partnership decisions have on curriculum, pedagogy, and assessment in 
HPE. The minimal data available on student perspectives of outsourced HPE is also 
particularly worrying. The significance of these voids are highlighted in the recent 
discussions by both Williams and Macdonald (2015) and Evans and Davies (2014). 
During their call for continued scholarly interest and empirical research, Williams and 
Macdonald (2015, p.14) speak of the blurring of boundaries including those between ‘the 
inside and the outside of the HPE teaching profession’, ‘the knowledge and skills of experts 
and non-experts’, and ‘experiences that are educationally valuable and those that are not’. 
Similarly, Evans and Davies (2014; 2015) raise related questions about: how students will 
learn in privatised HPE; which actors will define access to curriculum, pedagogy, and 
evaluation; and the new forms of learning and embodiment that will prevail.  
Answering these questions and enhancing our understanding of how the decision 
to take up the products and services of external agencies influence HPE curriculum, 
pedagogy, and assessment will, amongst other things, enable the creation of policy 
guidelines for teachers regarding the appropriate selection of curriculum products and 
services, and their role in brokering and bridging knowledge. 
 
Conclusions 
The scoping review presented in this paper is somewhat akin to a mosaic image in that it 
contains articles that ‘focus on different parts of a single picture’ (Hammersley, 2001, p.548). 
Similar to Nind (2006, p.189) ‘some of our pieces overlapped as well as fitted together, and 
some…did not fit at all; some studies somewhat clashed or challenged rather than 
complemented each other’. This is perhaps indicative of the broader neoliberal and privatised 
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education environment, seen as ‘a complex, often incoherent, unstable and even 
contradictory set of practices that are organized around a certain imagination of the 
“market”’ (Shamir, 2008, p.3). Further, as the critical analysis revealed, there are crucial 
pieces of this picture missing that warrant future investigation. We hope that this review serves 
as a useful platform for others to pursue additional and necessary work on the outsourcing of 
HPE. 
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Abstract 
The progressively global, neoliberal, privatised, and digital education environment poses 
new methodological challenges for educational researchers, prompting a need to innovate. 
It has been suggested, however, that better commentary and reflection on methodological 
innovation in education is required. This paper considers the benefits and challenges 
associated with the use of network ethnography, one methodological approach that has 
emerged to address new social complexities. We explain the rationale for, and process of, 
this methodology through reference to an illustrative case: a network ethnography of the 
outsourcing of Health and Physical Education (HPE) curricular work to external providers. 
In doing this we map and critique three interrelated activities (i.e. Internet searches, 
interviews, and network diagram construction) that constituted our network ethnography. 
The discussion turns to how network ethnography allowed us to access new knowledge 
about the outsourcing of HPE curricular work to external providers by, for example, 
facilitating us in asking different questions, and foregrounding various stakeholders, 
networks and relationships that we may not have discovered had we relied on other 
approaches. This illustrative case demonstrates the capacity of network ethnography to 
generate rich data and offers a provocation for educational researchers to consider 
expanding their methodological repertoire. 
 
Keywords 
Outsourcing, privatisation, external providers, network ethnography, research methods 
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Introduction 
Like shifting desert sands, these aspects of education [the fundamental 
values, principles and institutions of the sector] are in a constant state of 
flux, changing according to the unpredictable economic, social, cultural and 
geo-political circumstances of late modernity (Mattheou, 2010a). 
 
The so-called ‘unpredictable’ circumstances that are currently inﬂuencing and shaping the 
educational landscape include, but are not limited to, the demands of globalisation (Ball, 
2007); the prevailing and aggrandising narrative of neoliberalism (Peters, 2001); the 
dedication of economic authorities and increasingly the government to the notion of the 
free market (Mattheou, 2010b); and the subsequent privatisation and outsourcing of once 
public services (Shamir, 2008) to private providers. All of these practices are complicated 
and messy in their conceptualisation as well as their local interpretation and enactment 
(Blum & Ullman, 2012). 
Globalisation, for example, is a ‘multidimensional, multilevel process …’ (Blum & 
Ullman, 2012, p.367) and concept that is ‘used with increasing frequency but often with 
different meaning by different commentators who may be focusing on different dimensions’ 
(Porter & Vidovich, 2000 p.449). Similarly, neoliberalism, although claimed to have 
‘become hegemonic as a mode of discourse’ (Harvey, 2005, p.12), has also been 
described as ‘one of those terms which is so widely and loosely used that it is in danger of 
becoming a detached signifier’ (Ball, 2012a, p.18). Part of the reason why it is so widely 
and loosely used, as Macdonald (2014) explains, is because it ‘can be understood as a 
complex and contradictory sets of practices and discourses organised around market-
based social relations…’ (p.495). The practice of transferring the logic of the market to 
other social domains (Burchell, 1993) has led to the rebranding of previously public 
services, such as education, into marketable products to be traded (Blum & Ullman, 2012). 
Consequently, education is open to new providers (Evans & Davies, 2014) including 
traditionally non-educational commercial enterprises. It has been argued that these private 
corporations, often promoting their involvement in education as ‘corporate social 
responsibility’ (Bishop & Green, 2010), invest in this service because they see schools as 
a site for corporate expansion (Blum & Ullman, 2012) through product promotion and the 
building of brand awareness and loyalty (Kenway & Bullen, 2001). 
Further adding to this complicated educational landscape is the increasing 
prominence of digital technology in school systems (Selwyn, 2010). The complexity 
associated with, what some refer to as digital disruption (Selwyn, 2013), is multi-faceted. 
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Firstly, the development and implementation of digital technology in schools has been 
considered a site of intense conflict and struggle (Selwyn, 2010), with Oudshoorn and 
Pinch (2003) suggesting that it is a culturally contested zone strongly influenced by a 
multitude of commercial and private actors each giving ‘differing and sometimes conflicting 
forms, meanings and uses to technologies’ (p.24). In addition to this, the policy drivers and 
agendas relating to digital technology are articulating and formalising links between digital 
technology use in schools and the interests of the state, economy and industry 
stakeholders. This is demonstrated through ‘the political use of digital technologies…to 
align schools and schooling with…global economic concerns of national 
competitiveness…, performative logic of the labour market, the dynamics of global 
capitalism and the intensification of the economic function of knowledge’ (Selwyn, 2010, 
p.66). Finally, the explosion of digital technologies has reduced physical restrictions and 
opened geographical boundaries, redefining where and how intellectual work can be 
delivered and experienced (Friedman, 2005; Selwyn, 2012). As levels of connectivity and 
technological literacy rise, so do the arguments, debates, and predictions around the 
potential of digital technology to radically transform how education is delivered (Collins & 
Halverson, 2009; Gard, 2014; Schmidt & Cohen, 2013). 
The described societal, political, and ideological pressures as well as digital 
disruptions pose new methodological challenges for educational researchers, prompting 
calls for innovation. Such is the perceived importance of expanding our methodological 
repertoire in ‘a world inundated with complex processes of social and cultural digitisation; 
a world in which commercial forces predominate’ (Savage & Burrows, 2009, p.763), that 
Savage and Burrows (2007) have claimed there is an ‘impending crisis’ (p.886) of empirical 
sociology that needs to be more adequately understood and appreciated. While we are 
necessarily wary of the crisis rhetoric, we do fundamentally believe that methodological 
innovation is essential to better capture and explain the ‘unpredictable economic, social, 
cultural and geopolitical circumstances of late modernity’ (Mattheou, 2010a). 
The purpose of this methodological paper, then, is to examine the benefits and 
challenges of using one innovative approach, network ethnography, to better understand 
this ‘complex’, ‘messy’, and increasingly digital education landscape. We explain the 
rationale for, and process of, this methodological innovation through reference to one 
illustrative case: a network ethnography of the outsourcing of Health and Physical 
Education (HPE) curricular work to external providers. In doing this we map and critique 
three interrelated network ethnography activities (i.e. Internet searches, interviews, and 
network diagram construction) that constituted our network ethnography, and draw 
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conclusions about the capacity of network ethnography to respond, at least partially, to the 
proliferating calls for methodological innovation in an evolving education landscape. 
 
Methodological innovation in educational research 
According to Wiles and colleagues’ (2011) narrative review of innovation in qualitative 
research methods, the call for methodological advancement is neither new, nor discipline 
specific, and is actually widespread. In the educational research space there has been 
sustained advocacy for methodological innovations that ‘challenge form, content and 
disciplinary boundaries…’ (Otto, 2007, p.76). Education scholars have also emphasised 
the need for academics that do employ novel research approaches to publicly discuss their 
methodological contributions and decision-making (Koro-Ljungberg, Mazzei, & Ceglowski, 
2013). 
In HPE specifically, there has been a range of scholarship that demonstrates 
methodological advancement including, but not limited to, researchers using visual 
methods (Azzarito & Kirk, 2013; Enright & O’Sullivan, 2012), sensory narratives (lisahunter 
& Emerald, 2016), and Internet or social media searches (Goodyear, Casey, & Kirk, 2014; 
Petrie, Penney, & Fellows, 2014). While these are all quite distinct methods in themselves, 
as a whole, each represent an appreciation that research practices need to be adapted to 
respond to the contemporary HPE world that consists of material, sensory, and digital 
environments (Pink et al., 2016). Although there is methodological innovation happening in 
HPE that considers the ‘inherently messy and complex’ (Hine, 2009, p.5; Law, 2004) 
contexts in which students and teachers live and learn, there is arguably a paucity of 
commentary and reflection on these innovations. 
While we believe it is crucial to add to the methodological conversation by 
highlighting in our publications any methodological advancement made, we also recognise 
that it is equally important to avoid over-claiming innovation. Travers (2009) advises that 
placing emphasis on methodological novelty may detract from developing well-established 
methods and potentially encourages the view that traditional research approaches are 
somehow inappropriate and inferior (Wiles, Crow, & Pain, 2011). Further, he argues that 
drives for innovation can result in superficiality and that difficult and unresolved intellectual 
problems in the field are neglected (Travers, 2009). Essential to genuine innovation claims, 
then, are attempts to improve some aspect of the research process (Taylor & Coffey, 2008) 
in order to ensure there is a justifiable link between research problems and the 
methodologies adopted for their investigation (Rizvi & Lingard, 2010). Within this article, 
methodological innovation is not limited only to the creation of new methods but also 
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encompasses advances to traditional research methods, the blending of traditional and 
new methods, and the transfer of an established method to a new discipline (Wiles et al., 
2011). Although we present network ethnography as a methodological innovation, we are 
cognisant and respectful of its methodological roots in traditional ethnography and social 
network analysis, and its disciplinary roots in media and communications. 
 
Network ethnography 
Network ethnography was initially proposed by Howard (2002) as ‘a synergistic, 
transdisciplinary method…useful for studying communication in modern organisations over 
new media’ (p.551). The development of this methodological technique stemmed from the 
difficulties in undertaking rigorous qualitative investigations on the behaviour of people and 
organisations that were increasingly conducting their social life through new 
communication technologies. These ‘wired communities’ were producing culture through 
their ‘ever more nuanced’ and decentralised interactions, and there was a need to obtain 
generalisable qualitative data of a ‘high ethnographic standard of first-hand experience’ in 
order to create transportable theory in the study of new media and society (Howard, 2002, 
p.556). To investigate and collect rich cultural data about these networks of individuals and 
organisations, Howard (2002) advised there was a need to utilise technology tools (i.e. the 
Internet, private networks, and databases) to assist in the selection of one specific 
community as a field site and the research and analysis of the members in that network. 
These findings would then be used to identify individuals in the network worthy of further 
study through ‘active or passive observation, extended immersion, or in-depth interviews’ 
(Howard, 2002, p.561). 
While Howard (2002) did not explicitly acknowledge the adoption of a particular 
paradigmatic position, his development of this methodology was a direct response to the 
following profound question: 
 
How could I delve into the cultural dynamics of this particular, powerful [e-
politics] community while contextualizing my observations within the system of 
relations among other political actors such as parties, lobbyists, and the 
media? (p.551). 
 
He saw reality as ‘a complex fabric’ or system of dynamic relations that were socially 
constructed and increasingly territorially decentralised. This ontological assumption 
informs the epistemological grounds of his methodology but also presents challenges. For 
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example, there is the ‘epistemological exercise’ of using the Internet to select the evidential 
cases for the network ethnography (Howard, 2002, p.562). These cases deﬁne the ﬁeld 
site and, in constructing the ﬁeld site rather than discovering it (Burrell, 2009), the 
investigator and object of investigation are already interactively linked as the values of the 
researcher have inﬂuenced the inquiry from the start (Guba & Lincoln, 1994). This method 
of ﬁeld site construction undermines any claims for the epistemic advantage and 
knowledge objectivity that might be gained from ‘lurking’ on the Internet as an unobtrusive 
observer (Beaulieu, 2004). Moreover, the technological tools that Howard (2002) 
recommended are not just utilised to identify ﬁeld sites, but also to select individuals to 
study in order to gain a deeper understanding of the network itself. In selecting a range of 
network members to study, there is an acknowledgement that multiple perspectives are 
needed, representing an understanding that ‘all knowledge-claims are partial, local and 
speciﬁc rather than universal and ahistorical’ (Usher & Edwards, 1994, p.10) and that 
‘different truths are associated with different cultural, historical and ideological 
backgrounds’ (Karataş-Özkan & Murphy, 2010). There are, however, additional 
methodological complexities when seeking to gather data from multiple perspectives during 
network ethnography as the ﬁeld site is not spatially ﬁxed. 
As technology has advanced since Howard (2002) first proposed network 
ethnography and the number of these physically decentralised networks has grown, 
researchers have modified network ethnography to examine communities in different 
contexts as well as other processes that ‘no longer emanate from, or are constrained by, 
the geographical boundaries of nation states’ (Hogan, 2016, p.386). In the context of this 
paper, a relevant example of this is the adoption of network ethnography to trace 
contemporary policy processes through new global spatialities and new governance 
structures in education (Ball, 2016; Ball & Junemann, 2012; Hogan, 2016; Hogan & 
Stylianou, 2016; Olmedo, 2013; Shiroma, 2013). In all of these studies network 
ethnography featured ‘a judicious combination’ (Ball, 2016, p.552) of interrelated activities: 
Internet searches that included attention to related website documents; interviews with key 
individuals within the network; and the construction of network diagrams using the data 
generated through the first two processes. These three research practices were, therefore, 
the methodological steps undertaken for the network ethnography we draw on in this paper. 
Although network ethnography has succeeded in allowing scholars to better 
understand changing global spatialities, new technologies and new constructs of social 
organisation, its proponents do concede that more research and critique is necessary to 
comprehend and appreciate the potential contributions and challenges of this 
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methodological approach when used to pursue the answers to different research questions 
in different contexts. For instance, in the education field, while it has been, and continues 
to be, used for studying the interdependences, mobilities, and interactions of businesses 
and philanthropy in policy work (Ball, 2016; Ball & Junemann, 2012; Hogan, 2016; Hogan 
& Stylianou, 2016; Olmedo, 2013; Shiroma, 2013), it has only recently begun to be 
employed in researching pedagogic spaces (McCuaig, Enright, Rossi, Macdonald, & 
Hansen, 2016). For various reasons elucidated as the paper proceeds, we saw the 
potential of the method to help us respond to significant questions on the outsourcing of 
HPE curricular work to external providers. 
 
Illustrative case: the outsourcing of HPE in Australia 
The particular field site selected for this illustrative network ethnography was the ‘open 
market’ (Petrie et al., 2014, p.19) of external corporations seeking access to, and a role in, 
the delivery of HPE curricular work in Australia. While there is a dearth of data about HPE 
curriculum ‘merchants’ in the Australian marketplace, research from New Zealand and the 
United Kingdom reveals a vast array of external providers (e.g. government agencies, 
sporting associations, private companies, and not-for-profit organisations) accessing the 
subject of HPE (Dyson, Gordon, Cowan, & McKenzie, 2016; Penney, Petrie, & Fellows, 
2015; Petrie et al., 2014; Rainer, Cropley, Jarvis, & Griffiths, 2012). This market approach 
to the delivery of HPE curricular work is consistent with the widespread adoption in 
education of market-orientated sensibilities that favour strong competition amongst service 
providers, as this is thought to improve the quality of services, lower production costs, and 
ultimately result in more efficient and effective outcomes (Burch, 2009; Macdonald, 2011). 
In order to sell their designed programmes, products and services, external providers of 
HPE are increasingly advertising, communicating, and conducting business through online 
media. 
Outsourcing is the process of obtaining services or products from these external 
providers (Mol, 2007) and, as a scoping review of international literature reveals (Sperka & 
Enright, 2018), this practice is increasing in prevalence in HPE. A consequence of this 
increasing heterogeneity in the organisations or ‘actors’ involved in the pedagogic HPE 
space is that HPE is now ‘being “thought”, influenced and done, locally and nationally in 
different sites’ (Ball & Junemann, 2012, p.9) in ways it was not previously. Additionally, 
allowing external agencies access to HPE raises serious questions about what constitutes 
‘expertise’ in the field (Powell, 2015), the current and future responsibilities of HPE teachers 
(Macdonald, 2015), the boundaries between market and non-market domains within this 
 Page | 80  
 
community (Williams & Macdonald, 2014), and, overall, the aims and the nature of learning 
and teaching within the subject (Evans & Davies, 2015). Taken together, these factors 
justify and rationalise the choice of this particular case as a focus for our network 
ethnography. 
Before describing and critiquing the network ethnography undertaken, it should be 
acknowledged here that this process was the first phase of a doctoral research project that 
aimed to examine how the decisions of schools to engage with external agencies impact 
curriculum, pedagogy, and assessment within HPE in Australia. The doctoral project is 
nested within a larger Australian Research Council ‘HPE Without Borders’ project, which 
examines the factors that influence the appeal of, and opportunities for, external providers 
of health work in schools at a local, national, and international level. 
 
Methodology 
Internet searches 
Drawing on publicly and freely available online information, a web-audit was undertaken to 
generate a list of external providers that were designed and marketed as contributing to 
the delivery of the HPE curriculum in Australian school settings. 
Internet searches, the ‘planned and strategic use of networked computing to track 
down reliable data, reference materials, and other relevant sources for use in research…’ 
(Payne & Payne, 2004, p.121), were conducted through search engines, due to their vast 
databases of automatically assembled web pages and their primary purpose of navigating 
and finding the desired information from the digital contents on the web (Alfano & Lenzitti, 
2009; Spink & Jansen, 2004). The search terms employed for this study were carefully and 
deliberately selected and similar to those used by Petrie and colleagues (2014) who 
investigated the HPE-associated programmes and resources available to schools in New 
Zealand. The keywords and terms searched within these engines for this study included: 
 
 Pairing programme descriptions (i.e. ‘fitness’, ‘obesity’, ‘mental health’, ‘physical 
skills’) with either ‘programs in schools’ or ‘programs for schools’ (e.g. ‘fitness 
programs in schools); and 
 Descriptors of companies (i.e. ‘external’ or ‘private’) followed by ‘providers of’ and 
either ‘education’, ‘HPE’, ‘PE’, ‘health education’, or ‘physical activity’ (e.g. ‘external 
providers of education’). 
 
It should be noted here, considering that the Internet is always changing, that searching a 
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specific term will give different results at different times (Hewson & Laurent, 2008). 
The initial scoping from this process included 50 external agencies, outlined in Table 
3.1, that either: had members from the company deliver HPE lessons as part of a 
programme (P) or a one-off presentation (Pr); provided workshops for professional 
development or resources and materials for teachers (i.e. activities, lesson and/or unit 
plans) and students (i.e. handouts and worksheets) (R); or offered a whole school 
approach or framework (F). Categorisation of these external agencies was related to the 
areas they targeted, that is, obesity, mental ill-health, physical skills, or other. 
 
Table 3.1. Results of web-audit 
Obesity Mental Ill-Health Physical Skills Other 
SmartStart (P) 
FitKids Australia (P) 
Tennis in Secondary 
Schools Program 
(P/R) [Also Skill] 
FitnessWorx (P) 
Jump Rope for Heart 
(P/R) [Also Skill] 
Sparks PE Australia (R) 
SAVVY (P) 
Fitness First Initiative for 
Teens (P) 
Gecko Kids (P) 
Fitfutures (P) 
Empire fitness (P) 
Seal Pups (P) 
Fit to play (P) 
Blue earth (R) 
Inspire Foundation 
 ReachOut (R) 
Blackdog: 
 Headstrong (R) 
 Depression (Pr) 
 Insight (Pr) 
 Biteback (R)  
Beyondblue:  
 Senseability (R) 
 Secondary School (R) 
 thedesk (R) 
 Kidsmatter (F) (R)  
Aspire (Pr) 
MIEACT (Pr) 
MindMatters (F) 
Headspace (R) 
A Bright Future for all (R) 
Response ability (R) 
The Positive Times (R) 
WAAMH School   
Wellbeing (R) 
Kids Helpline @ School (P) 
SKIPS – Supporting Kids in 
Primary School (Pr/R) 
Peer Support Australia (R) 
Good Grief 
 Seasons for Growth (R) 
SuperStars (P) 
Got Game (P) 
Milo in2CRICKET (P/R) 
Foot Steps (P/R) 
Hot Shots (P/R) 
Roll n’ Strike (R) 
Kindilan (P) [Outdoor 
Education] 
AFL (R) 
Big 5 Sports (P) 
Pearson (R) 
Titan Education (R) 
[Workbooks] 
The Complete PE Program 
(R) [Planning/units/ 
assessment] 
Drug ARM (R) [Drug and 
alcohol] 
FPQ (R) [Sexual health] 
Peak Phys Ed 
CyberSmart (R) 
Kids Helpline @ School (R) 
[Cyber safety and 
bullying] 
The Butterfly Foundation 
(Pr/R) [Eating Disorders] 
The Alannah and Madeline 
Foundation 
 Better Buddies (R) 
[Bullying] 
 eSmart (F) [Cybersafety] 
NAPCAN [Relationships] 
 Growing Respect (P/R) 
 LoveBites (Pr) 
 All Children Being Safe 
(P/R) 
 
None of these external agencies occupy a singular territorial site or socially significant 
physical space (Howard, 2002). Instead, they are actors within a networked field. Each 
actor could potentially be selected as the central node of analysis for a research project 
and studied in more depth in order to establish their links, connections and associations. 
For this specific illustrative case, because we were particularly interested in the impact on 
curriculum, pedagogy, and assessment, we decided that for the actor to considered for 
analysis, they must: employ educational language in the marketing of their products or 
services, deliver their material to over twenty schools, and offer a rationale for their services 
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that included their contribution to the subject of HPE. 
While the audit revealed 17 programmes that fulfilled the criteria, only one external 
agency was selected for analysis: Tennis Australia’s Tennis in Secondary Schools 
Program. Tennis Australia’s programme was carefully chosen, and its inclusion as a case 
study was attributable to a number of factors, including: a target audience of secondary 
schools; construction around, and strong alignment to, the Australian Curriculum: HPE; 
and flexible delivery format that involves either providing coaches or training teachers to 
implement the programme in schools. 
As the final step of the web-audit, any available online resources from Tennis 
Australia were collected including website information, advertising, product materials, and 
communication procedures with schools. The manifest content of these texts, that is, their 
surface and literal meaning, was analysed with the intention of making ‘valid inferences 
from the text’ (Weber, 1990, p.9) about their message, impact, audience, and the producers 
of the resources (Breuning, 2011; Bryman, 2004; Castree, 2013). This unobtrusive process 
(Babbie, 2004) was implemented within this project in order to systematically observe 
(Breuning, 2011; Castree, 2013) how this specific organisation position and promote 
themselves within the HPE marketplace. The ethical considerations around this use of the 
Internet as a research medium are explored in the discussion of this paper. 
 
Interviews 
While this process of Internet searching embraces new technologies and the research 
spaces they offer, the researcher can obviously only observe and collect that which is made 
available to them. This means that a researcher’s data collection and analysis is limited by 
the data they can access online at a certain point in time, and they may be missing valuable 
information that cannot be accessed through digital means. An Internet search is 
consequently only the beginning of a network ethnography and insufficient in and of itself 
to collect robust and in-depth information about phenomena that operate across both 
physical and digital localities (Postill & Pink, 2012). To fully engage with the intricacies of 
the case there is a necessity, then, to utilise the information gathered through the searches 
to locate points of entry into the particular organisation selected for analysis (Howard, 2002) 
and to turn to traditional ethnographic methodological techniques to gain additional insight. 
For Tennis Australia, the web-audit allowed for the identification of significant figures 
within the organisation. The individuals selected worked in departments focused on 
Schools, Program Development, and Coach Education. These central informants were not 
necessarily chosen because they occupied a core position (Howard, 2002) within the 
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organisation but rather that they represented different aspects of Tennis Australia’s 
operations. Each of these individuals, therefore, could offer unique perspectives and 
varying levels of knowledge about the organisation. 
In order to access these employees’ experiences, meanings, understandings, 
attitudes, opinions, knowledge, and beliefs (McLafferty, 2004) about Tennis Australia and 
its Tennis in Secondary Schools Program, an interview was conducted. Valued for their 
adaption to a range of research goals (Galletta, 2013), interviews are a commonly 
employed method of data collection for systematic inquiries (Barlow, 2009). These 
‘dynamic meaning-making occasions that result in a collaborative production of knowledge’ 
allow researchers to efficiently attain substantial volumes of rich information in a relatively 
short duration (Barlow et al., 2009, p.496). While interviews are a conventional 
ethnographic research method, they have been modified for this network ethnography 
through the use of Internet collected information to inform and improve the interview 
process. Analysis of Tennis Australia’s online resources informed and facilitated the 
construction of a group interview schedule, with the devised questions addressing the 
perceived motivations and values of the organisation; the products and services they are 
offering to deliver to schools and students; their connection to, and engagement with, the 
HPE curriculum; their marketing and communication procedures with schools; and the 
research grounding, and evaluation of, their products (see Appendix 4). 
 
Network diagrams 
The information collected on Tennis Australia through the web-audit not only assisted in 
strengthening the subsequent inquiry into the organisation, but also supported the 
identification of connections emanating from this central analysis node and enabled the 
construction of a network diagram. By conducting an interview, the relationships, 
exchanges, and social relations that animate the network were able to be discovered or 
clarified and further explored (Ball, 2016). Although the explanation of this mapping process 
is positioned last within the methodological section of this paper, generating network 
diagrams should not be considered ‘the methodological end point’ (Hogan, 2016, p.391). 
Not only does this end point description not hold true in that the networks are constantly 
under construction (Ball, 2016; Massey, 2005) but also because the diagrams are 
employed as both a conceptual device and an analytical technique (Ball & Junemann, 
2012). 
For this particular case study, the purpose of the Tennis Australia network diagram 
was to ‘make visible the … relationships of partnership, clients, suppliers, sponsors and 
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donors’ (Shiroma, 2013, p.19). Each organisation or programme identified as a network 
member through the searches or the group interview was recorded (Ball, 2016) and 
inputted into the open source software Gephi as the ‘nodes’ of the Tennis Australia network 
(Heymann, 2014). The relationships between all of these entities were explored and any 
relevant connections were entered into the Gephi dataset, establishing the network’s 
‘edges’ (Heymann, 2014). With assistance from tutorials provided on the Gephi website as 
well as those on Youtube, dynamic network visualisations were produced (Bastian, 
Heymann, & Jacomy, 2009). The most generative learning experience, though, both in the 
sense that it enabled a more comprehensive understanding of the programme itself and 
that it demonstrated the importance of specific visual configurations, was the ability to ‘play’ 
and experiment with the representation of the network in real-time (Heymann, 2014). The 
result of this whole process is a network diagram that displays the relationships between 
all the members in the Tennis Australia network (see Figure 2.1). 
 
 
Figure 2.1. Tennis Australia network diagram. 
 
Although network diagrams aim to ‘leverage the perceptual abilities of humans to 
find features in network structure and data’ (Bastian et al., 2009, p.361), what matters most 
about their construction is the analysis that this network leads to (Benson, 2014) and the 
move beyond a ‘flat ontology’ (Ball, 2012b). The generation of this Tennis Australia network 
diagram was undertaken in an effort to analyse how all of these organisations, each with 
their own interests and agendas at play (Kirk, 2002), influence the ‘formulation and 
reformulation of teaching and learning, assessment and the curriculum …’ (Ball, 2016, 
p.550) in HPE through their connection to Tennis Australia. By mapping a network for 
investigation, we were able to suggest how various organisations contribute to the 
development of programmes to be delivered in HPE, as well as whether and how Tennis 
Australia mediates their influences. 
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Discussion: producing different knowledge and producing knowledge differently 
Sensitive to the argument that ‘innovation is as much about reflexivity as about new 
techniques in themselves’ (Nind, Wiles, Bengry-Howell, & Crow, 2013, p.657), we now offer 
description of, and critical reflection on, the benefits and challenges associated with the 
employment of network ethnography. In doing so, we discuss how network ethnography 
opened up our qualitative inquiry to ‘produce different knowledge and produce knowledge 
differently’ (St. Pierre & Pillow, 2000, p.1) about the outsourcing of HPE. 
 
Producing knowledge differently 
There has been considerable consistency in the methodological approaches to researching 
the outsourcing of HPE curricular work, with interviews and questionnaires the most 
frequent techniques employed (Sperka & Enright, 2018). By utilising the ‘new’ tools for 
conducting research and new venues for social research that the Internet offers (Markham, 
2004) we were able to accumulate data on, and gain knowledge about, the external 
providers working within HPE in Australia. If we had solely employed traditional or more 
popular methodological techniques, we might not have produced this knowledge. This is 
partly because recruiting the Internet as a research medium recognises and affords access 
to the boundlessness and global spatialities of this particular marketplace of organisations. 
The issue of spatiality, and not occupying a singular territorial site, is equally as 
important when considering an individual organisation as it is when considering the 
marketplace of external providers. This is because both the partnerships and connections 
that emanate from every organisation, and each organisation’s relative position with regard 
to each other, matter. The network diagram was partially deployed as a technique to 
visually map, gain insight into, and display this expanding scale of relations in an 
increasingly globalised and connected society, its inclusion reflecting the growing use of 
visual methods in HPE research (Azzarito & Kirk, 2013). Firstly, its construction in the web-
audit phase allowed for the identification of interviewees within the organisation that we 
believed would provide us with critical information, individuals that we might otherwise not 
have known about or recruited. Further, developing the network diagrams facilitated the 
structuring of our group interview schedule, as we were now able to directly question any 
uncovered ‘relationships, types of interactions and outcomes of the labour of networking’ 
(Ball, 2016, p.553). We used partially completed network diagrams as a stimulus of sorts 
in the interview, asking interviewees to speak back to the diagrams to help us understand 
the various relationships and interactions mapped and identify any actors they perceived 
were missing. In this way research participants collaborated in the construction of these 
 Page | 86  
 
visual representations (Banks, 2001) and assisted in the mapping of their organisation. 
Although new technology was, therefore, generative in a variety of ways, there were 
also significant ethical considerations for us in relation to producing knowledge differently 
in this project. It has been argued that any academic that researches online environments 
needs to carefully consider: 
 
the status and use of data sourced from online environments, the 
responsibilities of the researcher to those participating in technologically 
mediated settings, and the extent to which—more broadly—existing rules of 
ethical practice should be extended to online research (Whiteman, 2012, p.2). 
 
Sourcing our data through the initial web-audit represented passive research as the 
organisations were not aware they were being examined (Rooke, 2013). Although the data 
collected were publicly accessible, this does not inherently mean it is publicly useable for 
research. Our research became active once Tennis Australia was approached for consent 
for their involvement in the project (Rooke, 2013). 
Further ethical issues are associated with using the collected Internet information to 
select key individuals and construct the network diagram. It has been acknowledged that 
where names and textual fragments seem easier to retrieve, the traditional safeguards of 
ethnographic ethics are challenged (Bromseth, 2002). This is a result of the accessibility 
and efficiency of search engines (Beaulieu, 2004); the more information the researcher 
provides on participants and/or the more nodes that they add to the network diagram, the 
more data an individual outside the project has to use to ‘track back’ and reveal any 
information withheld for ethical reasons. In writing up our work, our commitment to maintain 
anonymity for certain participants (i.e. schools, teachers, and students) meant we needed 
to be selective when providing information on these participants, on nodes within the 
network, and even on some aspects of the data collection processes. This stands in 
contrast to advice researchers often receive about the importance of transparency and 
step-by-step, faithful reporting of data collection when discussing methodological 
processes. 
These are just a few of the many challenges to existing understandings of ethical 
behaviour in research that have surfaced for us as we undertook the network ethnography 
discussed in this paper. In light of these ethical considerations associated with using digital 
research methods, we argue it is more important than ever that the researcher is thoughtful 
about exactly how they are going to conduct their research and that they carefully reflect 
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on the potential ethical implications of their ‘innovative’ methodological decisions. As many 
ethical review boards might not yet possess the kind of ethical sensibilities and 
sophistication required to rigorously and appropriately assess the ethical implications of 
either using digital research methods or undertaking research in/ on digital spaces, as 
researchers we need to hold ourselves and each other accountable to higher ethical 
standards of behaviour. 
 
Producing different knowledge 
The data generated through our online observations expanded our knowledge about the 
scope of services that are available and the structure and governance of these 
organisations. This insight into the seemingly ever-expanding and increasingly 
heterogeneous landscape of external providers is productive in several unique ways. 
Firstly, by producing knowledge from a field site that is not bound to a single place, we 
have greater awareness about the range of locations where these external HPE 
programmes and resources are conceived. A consequence of beginning to account for 
these new spatialities of the HPE external provider marketplace is that we are able to 
identify the various contexts and agendas that shape the construction of providers’ 
products. Further, data generated has allowed us to discern which aspects of the Australian 
Curriculum: HPE are most readily targeted by external providers and which curriculum 
areas teachers are most likely to outsource. This can be considered as a reflection of both 
the supply of, and demand for, the outsourcing of HPE curricular work (Williams & 
Macdonald, 2014; Williams, Hay, & Macdonald, 2011). Thinking more broadly, it also allows 
us to make contextual comparisons about the nature of organisations seeking a role in HPE 
provision worldwide. This is achieved by assessing our findings in relation to international 
studies that either mention a range of organisations in their work (Dyson et al., 2016; 
Penney et al., 2015; Rainer et al., 2012) or that specifically map the landscape of providers 
in their own country (Petrie et al., 2014). 
Equally important knowledge was produced about the relationships, exchanges and 
social relations that constitute Tennis Australia’s network. For example, it was discovered 
through the participant interview that Australian Open funds are utilised by Tennis Australia 
for their school initiatives. This information generated through a more traditional qualitative 
methodology allowed us to return to the Internet and establish the key actors, or sponsoring 
partners, to this major tennis tournament, which included several alcoholic beverage 
companies and a bookmaker. Although these companies are somewhat peripheral nodes 
in Tennis Australia’s network, we would not necessarily have arrived at this knowledge of 
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their connection to Tennis Australia and their Tennis in Secondary Schools Program if we 
were not drawing on both ‘old’ and ‘new’ research methods. Discovering and reporting on 
potentially problematic nodes in any network can have negative implications regarding 
participants’ willingness to stay involved in the research and/or to be researched in the 
future. 
For our research, identifying various stakeholders in this network, and 
understanding the discourses, interests, and agendas that influence the development of a 
product was essential to establishing how this impacts the delivery of HPE. Through our 
group interview with the three Tennis Australia employees and the construction of a 
network diagram we discovered, visually displayed, and analysed the increasing number 
of entities involved in HPE when the subject is outsourced. Additionally, an outcome of 
producing this different knowledge about Tennis Australia’s relationships was that we were 
able to attend to the criticism that network ethnography contributes to a trend towards ‘new 
descriptivism’ (Benson, 2014). This is because we were able to use interviewing, a 
conventional ethnographic research method for collecting rich information, to make the 
‘considerable leap involved in the shift from mapping network relations to analysing network 
dynamics’ (Ball, 2016, p.552) by offering explanation and critique about how they 
influenced the development of Tennis Australia’s programme. Neither the interview nor the 
network mapping alone would have allowed us to arrive at this outcome. 
 
Conclusions 
This paper aimed to not only contribute to scholarly inquiry on methodological approaches 
to the outsourcing of HPE, but also to provide some reflection on the employment of 
network ethnography in researching pedagogic spaces more generally. A consideration of 
the underlying epistemological and ontological assumptions of network ethnography is 
something that has not been engaged with in previous literature, and is discussed here as 
we fundamentally believe it is important to develop a reflexive awareness of the nature of 
knowledge produced (Postill & Pink, 2012) when undertaking network ethnography. Insight 
was not limited to just how we approach knowledge and data collection, but also how we 
can then utilise and report the data in ethically acceptable ways. The ethical considerations 
surrounding network ethnography primarily focused on the use of the Internet. In outlining 
how our research transitioned from passive to active, as well as acknowledging the 
somewhat ‘double-edged sword’ nature of search engines in terms of the challenges of 
protecting anonymity, we highlighted ethical tensions that we believe would extend to any 
researcher undertaking network ethnography or Internet research more broadly. Finally, by 
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demonstrating our process of collecting data from the Internet in combination with 
traditional methods, we have worked to demonstrate and advocate for consideration of the 
capacity of digital research spaces and methods to allow access to different forms of data. 
In our case, network ethnography produced knowledge differently and produced 
different knowledge about the outsourcing of HPE curricular work to external providers. By 
employing Internet searches, we were able to research a field site that was not spatially 
bound and contribute new knowledge to the field about the range and type of external 
‘merchants’ operating in HPE in Australia and the potential implications of various network 
dynamics on the subject. Mapping Australia’s ‘open market’ of HPE external providers will 
be an on-going task as the landscape is ever-changing. Network ethnography is one 
methodology well suited to capturing the complexity of this dynamic landscape of provision. 
While only one specific illustrative case was utilised in this paper to demonstrate the 
potential of network ethnography within the education field, it can be argued that any 
research that involves multiple agencies, partnerships and collaborations and that 
recognises both the material and digital world as research spaces could benefit from the 
application of this method. 
We hope that this paper stimulates other educational researchers to consider the 
possibility of utilising network ethnography, or expanding their methodological repertoire 
with other innovative approaches, to generate rich data in, what is, and always has been, 
a constantly changing and evolving educational landscape. 
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Abstract 
This paper is an account of my experience of grappling with the role of theory in qualitative 
research, the selection of particular theories and theorists, the generative application of 
theory, and the broader impacts my theoretical choices had on my research. I offer 
strategies for negotiating theoretical tensions including: developing a personal 
conceptualisation of theory; exploring and playing with theoretical options at the start of 
research projects; and allowing substantial time to engage with the intricacies and 
complexities of theoretical concepts. Examples of when, where, and how theory can be 
productive in the research process are also presented. These strategies are provided 
through a narrative about my engagement with the selection, comprehension, and 
application of Bernstein’s theoretical concepts to explore the influence of the outsourcing 
of Health and Physical Education (HPE) curriculum, pedagogy, and assessment. By 
focusing on struggle, I recognise the learning processes and challenges that pave the way 
to the completion of any PhD. 
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Introduction 
Your doctoral study is a learning process, not an end product. For me1, it was difficult at 
times to maintain this mindset that my Doctor of Philosophy (PhD) experience was research 
training, especially considering my awareness that the criteria I needed to fulfil to graduate 
included an ability to ‘independently… generate original knowledge and understanding to 
make a substantial contribution to a discipline’ (Australian Qualifications Framework Council, 
2013, p.63). It did, however, become crucial to my development as a doctoral candidate to 
remind myself that a significant amount of learning was required before anyone could meet 
such ambitious criteria, and ‘if you already knew how to do a PhD you wouldn’t need to be 
enrolled in one’ (Kearns & Gardiner, 2006, p.21). My first foray with theory was a harsh 
reminder of how little I knew and how much I needed to learn. 
Initially, it was somewhat comforting to read that I was not alone in my theoretical 
struggles (Berman, 2013; Casanave & Li, 2015; Grant & Osanloo, 2014; Kitching, 2008; 
St.Pierre, 2014), with accounts of other doctoral students even going as far as to say that 
they ‘live in fear’ (Lederman & Lederman, 2015, p.593) of being asked about their theoretical 
perspective. Although I might not have experienced the same level of apprehension about 
theory as some of the scholars I read about, I was eager to make sense of their journeys 
and to identify if and how they had negotiated difficulties with theory. I read for reassurance, 
but unfortunately soon became discouraged. This is because their accounts emphasised, in 
various ways, the complexity involved in working with theory. Their narratives explored 
difficulties in defining theory (Lederman & Lederman, 2015) or comprehending its utility in 
dissertations (Berman, 2013), and offered lists of theoretical problems novice scholars 
typically encounter (Casanave & Li, 2015) including reconciling theory with qualitative 
methodology (Bradbury-Jones, Taylor, & Herber, 2014; St. Pierre, 2014). While they each 
offered reflections on these topics, with some even providing step-by-step guides on how to 
approach theory (Grant & Osanloo, 2014), the authors were often academics who were 
supervising or teaching courses to doctoral students or reviewing theses. This motivated 
me, at least in part, to write this account of my experience while I was still a doctoral student. 
I began this ‘confessional tale’ (Van Maanen, 1988) less than a year after commencing my 
PhD2. Acting on advice that I should ‘write before I feel ready’ (Gardiner & Kearns, 2011, 
p.130), I set myself the goal of writing something new about theory, no matter how small, 
after everything I read. This process not only helped me start to find my writing style and 
voice, but also meant I was documenting my incremental progress in making sense of 
theory. Upon realising this, my writing changed from just being about what I was reading, to 
also include more reflexive notes. These initial passages of writing became the outline for 
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this paper, which presents my experience of grappling with the role of theory in qualitative 
research, the selection of particular theories and theorists, the generative application of 
theory, and the broader impacts my theoretical decision-making had on my research. 
 
Theory in qualitative research 
Developing an understanding of the role of theory in qualitative research presented a 
number of obstacles, and often, when I had carefully researched and felt I had overcome a 
particular theoretical obstacle to comprehension, another would appear. Initially, it was 
daunting to discover the multitude of definitions of theory and the lack of consensus about 
its role in qualitative research. Although there are many definitions available (e.g. Crotty, 
1998; Maxwell, 2005; Strauss, 1995) the idea of theory as ‘a particular way of thinking about 
knowledge and reality’ (Tinning & Fitzpatrick, 2012, p.54) resonated the most with me. 
Approaching theory in this manner acknowledges the importance of epistemology (the 
nature of knowledge) and ontology (the nature of reality) (Hammersley & Campbell, 2013; 
Roller & Lavrakas, 2015). This construction also positions theory in a way that means it is 
desirable, and in some cases essential, to identify it prior to starting any study, as it will have 
implications for every part of the research process. Other constructions of theory do not 
require such early or sustained commitment. Wolcott (2005), for instance, explains that 
theory can often be ‘employed as a sort of intellectual bludgeon’ and advises that ‘if it works 
for you, use it, but if it is only making work for you, get on with some more productive task 
instead’ (emphasis in original) (p.175). Further, there are ‘grounded’ theorists who work to 
discover and build inductive and middle-range theories from their generated data (Denzin & 
Lincoln, 2005; Glaser & Strauss, 1967). In these cases, minimising the influence of a priori 
reading and theories is what is advocated, especially during data generation (Campbell, 
2009). My approach to theory in the beginning stages of my PhD was, however, much more 
motivated by fear of what I did not know, than it was by any sound or strategic commitment 
to a particular theoretical process. My early and sustained engagement is supported by 
scholars who suggest that ‘students who are theoretically impoverished are ill-equipped to 
critique dominant, normalised structures’ (St.Pierre, 2014, p.12) and that ‘when theory and 
research are isolated activities, they become ‘excursions into the trivial’ (Fawcett, 1978, p.49 
in Bradbury-Jones et al., 2014). 
My extensive early reading about theory was also strongly supported and inspired by 
my supervisors and a number of theory-focused events I attended. I am aware that many 
doctoral students ‘often…have little choice with regards to theory and are required to follow 
their supervisors’ suggestions, leading them down a certain path to understanding and using 
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theory’ (Stahl et al., 2008, p.38). This could not be further from my experience with my 
supervisors. It would be naïve to think that their views on the relevance of theory and their 
theoretical backgrounds did not in any way impact me, however, I never felt pressured in 
my theoretical choices. My supervisors created space for me to relatively independently 
discover and appreciate how theory would serve my research and did not ‘impose [their] 
own pet theories’ (Wolcott, 2005, p.180). I was also strongly encouraged to expand my 
theoretical knowledge by attending a variety of theory workshops and seminars. One series 
of workshops that I participated in were designed to allow ‘novice researchers to be 
immersed in theory’ (Australian Association for Research in Education, 2018). An emphasis 
was placed on thinking about theory more broadly, with only a few sessions dedicated to 
specific theorists. The benefit of these events was more than just learning from the 
presentations; it was the opportunity to converse with other doctoral students and early 
career researchers working on a range of education-based projects about how they engaged 
with theory. These opportunities to discuss theory were an integral part of my learning. 
Through all this reading and talking about theory, I came to realise how difficult, even 
impossible, it would be to even imagine a qualitative study without any structuring theoretical 
perspective. Indeed, whether one explicitly acknowledges it or not, we always bring our own 
theory or assumptions, which we have formed through past experiences or reading about 
the field, to any study.  
After establishing the absolute necessity of theory, for my doctoral study at least, the 
task of getting to grips with theory only intensified. Through all my previous experiences of 
learning about theory, I had come to appreciate that there is no theory that provides a perfect 
explanation of the phenomenon being studied (Anfara & Mertz, 2014). This holds true in two 
ways. Firstly, in the sense that ‘all theories conceal and reveal, producing knowledge that 
we decide to celebrate while consigning other knowledge… as an intellectual ‘waste’…’ 
(Gard, 2015, p.115). This occurs not only because theory commits researchers to looking at 
their data in a specific manner, but also because of each theory’s in-built assumptions. An 
example of this is provided by Enright, Hill, Sandford, and Gard (2014) who describe how 
the deficit assumptions within some theories commonly employed in physical education and 
sport pedagogy research lead academics in that field to focus their attention on what is 
broken. As these ‘deficit theories demand a level of allegiance to particular accounts of how 
the world is and how it should be’ (Enright et al., 2014, p.914), researchers have limited 
ability to view their field in alternate and appreciative ways. Secondly, that ‘…reality is always 
more complex than theory…’ (Moore, 2013, p.4) and thus the ‘totalising effect’ of theoretical 
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perspectives, that is, ‘their tendency to present reality as unambiguous and accessible to 
representation in the chosen theoretical idiom’ (Alvesson, 2002, p.132) should be contested. 
In light of this complexity, I found it particularly generative to develop a personal 
conceptualisation of theory. Creating conceptual metaphors is a relatively common process 
for understanding abstract concepts (Lakoff & Johnson, 1980). Metaphors of theory that 
have been recruited have included comparing it to a ‘blueprint’ of a house (Grant & Osanloo), 
a coat closet (Maxwell, 2005), and the water in a fishbowl (McCuaig, 2007). When 
considering these, or any, metaphors, it is important to remember that each ‘highlights 
certain aspects of the concept and implicitly hides others’ (Lakoff & Johnson, 1980, p.201). 
The decision to produce my own conceptualisation was in order to have one that could 
potentially more clearly acknowledge the pervasiveness and influence of theory as well as 
emphasise how it guides us to see the world in predetermined and incomplete ways. My 
conceptualisation was inspired by the ‘RGB’ collection of artwork by Carnovsky (2015) 
[https://www.carnovsky.com/RGB.htm] and reflects the notion of theory as a critical ‘lens’ or 
‘framework' through which to see the world. Carnovsky creates wallpaper that features an 
array of red, green, and blue lines and shapes that entwine ‘becoming oneiric and not 
completely clear’ (Carnovsky, 2015). It is only when the showroom displaying Carnovsky’s 
installation applies a red, green, or blue coloured filter to its lighting that one of the three 
layers is revealed and the images become visible. That means, depending on which colour 
lens is utilised, what you are able to see on the walls and what is obscured varies. This 
represents how different theoretical frameworks ‘provide different viewpoints’ (Alasuutari, 
1996, p.372) for thinking about knowledge and reality. The distinction between this ‘lens’ 
conceptualisation of theory and, for example, viewing a similar type of artwork on a piece of 
paper through different coloured filters, is that there is a shift in observational perspective. 
In this conceptualisation, rather than the researcher being ‘suspended…“above”…looking 
down…’ (Kitching, 2008, p.47) in a manner that distances themselves from both the image 
and the filtered light, they are instead required to place themselves in the installation room 
where the light shines on not only what they are looking at but also themselves. This could 
be deemed, to some degree, a trivial difference. I believe, however, that change in 
positioning at least begins to address the critique that ‘lens’ or ‘framework’ metaphors of 
theory are ‘rigidly impersonal’ (Kitching, 2008, p.20). This is because it recognises that 
researchers are subjects in the realities they construct (Alasuutari, 1996) not only because 
of their involvement in that world but also because of how their theoretical decisions impact 
how they choose to ‘describe what they see in that landscape’ (emphasis in original) 
(Kitching, 2008, p.46). Further, being within the room might invoke a wide range of senses, 
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allowing, for instance, visual metaphors of theory to be combined with other metaphors, 
such as aural ones (Enright, Williams, Sperka, & Peucker, 2018; Sperka & Enright, 
Forthcoming). 
Undertaking this process of developing a conceptualisation strengthened my 
understanding of the role of theory in qualitative studies. By reviewing the range of existing 
metaphors and how each represented theory, I gained an appreciation for the different 
functions theory can have in research. Additionally, my personal conceptualisation of theory 
guided thoughtful theoretical decision-making as it constantly reminded me of the 
significance of selecting one theory over another and being able to explain and justify that 
process. While this conceptual metaphor of theoretical frameworks has been productive, it 
does not ‘completely and precisely’ define all aspects of theory and is therefore just one part 
of the ‘rich and complex cluster of metaphors’ (Lakoff & Johnson, 1980, p.198) about theory. 
So, with this conceptualisation and given that a theoretical framework has ‘pervasive 
effects on the process of conducting qualitative research’ (Anfara & Mertz, 2014); ‘can, 
sometimes unwittingly, lock us into seeing the world in predetermined ways…’ (Gard, 2015, 
p.115); and is incomplete, how does a neophyte researcher select an appropriate theory to 
apply to their work? In an effort to explore the influence of the neoliberal practice of 
outsourcing on Health and Physical Education (HPE) curriculum, pedagogy, and 
assessment, from teachers’ and students’ perspectives, I identified the work of Basil 
Bernstein as potentially useful. In this paper, drawing on my experiences with Basil 
Bernstein’s theories, I have sought to reflect on selecting, understanding, and applying 
theory and offer strategies that may help others negotiate these processes. 
There was much indecision about the ordering of ‘understanding’ and ‘selecting’ 
when structuring this paper. Thinking logically, it is crucial to invest in understanding the 
intricacies of a theory before selection. In practice, for me, it was the selection and 
application of a theory that sparked real understanding. It is for this reason that selecting will 
be discussed first. Each section poses an initial question, followed by engagement with my 
experiences and identification of strategies for overcoming particular theoretical struggles 
that might be useful for other doctoral students and early-career researchers. 
 
To Be(rnstein) or not to Be(rnstein)?: Selecting theories 
When selecting a theorist, should preference be given to one with whom you ‘feel an 
emotional preference’ (Alvesson, 2002, p.133) or big theorists (Tinning & Fitzpatrick, 2012) 
who are frequently employed within your field? 
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The process of selecting a theorist for my study aligned with the position that ‘we 
begin with a problem and then mobilise our resources, theoretical and methodological, 
around the problem. The problem comes before the approach’ (Moore, 2013, p.4). With this 
in mind, I deemed it essential to firstly explore and critically review the literature in the field 
about the outsourcing of HPE curricular work to ascertain where there were gaps and 
silences (Sperka & Enright, 2018). Through this process, I was not only able to provide a 
context for future scholarly inquiry into this topic, but also develop my own research agenda 
and questions for my thesis. More specifically, the research questions that guide my doctoral 
study are about how the decision to partner with an external agency impacts curriculum, 
pedagogy, and assessment within HPE as well as how students view the involvement of 
external agencies in HPE. It was at this point where I needed to more seriously consider my 
epistemological and ontological position and make theoretical and methodological 
decisions. The linearity that writing demands causes issues here as it can suggest that 
epistemology, ontology, theory, and methodology are thought about individually and in that 
exact order. Instead, for me, it was a process of going back and forth between each one as 
these four elements are interrelated (Crotty, 1998). 
Critically engaging with my epistemological and ontological positioning was 
imperative as ‘it’s not just that our research questions determine our methodology, it’s that 
our onto-epistemologies determine the very questions we can ask and, even more radically, 
whether we even believe in method’ (emphasis in original) (St.Pierre, 2014, p.10). My 
process of ‘critical engagement’ entailed investigating the various ways that knowledge and 
reality can be understood, determining which of these reflected my approach to research, 
and then identifying the research paradigm which aligned with my epistemological and 
ontological assumptions. Through this process, I realised that the research I undertake in 
my doctoral thesis straddles both the interpretivist3 and critical4 paradigms and thus, does 
not fit neatly into either of these categories. Denzin and Lincoln (2005) refer to this as a 
‘critical interpretive approach’ (p.xiv). When ‘viewed separately, interpretivism and critical 
theory are far from being homogenous schools of thought’ (Pozzebon, 2004, p.277), with 
Crotty (1998) explaining that: 
 
It is a contrast between a research that seeks merely to understand and a 
research that challenges…between a research that reads the situation in terms 
of interaction and community and a research that reads it in terms of conflict 
and oppression…between a research that accepts the status quo and a 
research that seeks to bring about change (p.114). 
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Crucially, however, in attempting to ‘dissolve the boundaries between such traditions…’ it is 
possible to emphasise ‘not only the importance of subjective meaning for the individual 
actor, but also the social structures which condition and enable such meanings and are 
constituted by them’ (Walsham, 1993, p.246). With this clearer understanding of how I 
perceived the nature of knowledge and reality and the epistemological and ontological 
biases embedded in particular theories, I began the process of selecting a theorist to 
appropriately guide my study. The methodological implications of my choice of theorist are 
presented later in the paper. 
Having reviewed the literature in the field, I was aware of what others had thought to 
be appropriate and generative theoretical concepts to recruit for the topic (Sperka & Enright, 
2018). Only a limited number of studies on the outsourcing of HPE curricular work (i.e. only 
11 of the 31 reviewed publications) had detailed their theoretical frameworks (Sperka & 
Enright, 2018). Those that did, employed a range of theories including Foucault’s notion of 
governmentality (Jette, Bhagat, & Andrews, 2016; Powell, 2014; 2015) and Shulman’s 
concept of pedagogical content knowledge (Ward, 2013). There were also articles that 
utilised the economic concept of supply and demand (Williams, Macdonald, & Hay, 2011) 
or treated their data as accounts-of-practices and practices-in-themselves (Williams & 
Macdonald, 2015). What the variety demonstrated is that, while some have commented that 
the field has perhaps idled in other areas, ‘it would be difficult to argue that the field has 
stagnated for want of theoretical choices’ (Enright et al., 2014, p.914) when it comes to my 
focus of inquiry. This meant that, if I was selecting solely based on what theory had been 
successfully recruited in this area before, there were several theorists that I could select. I 
researched each of these options extensively, but also sought theoretical options that were 
being recruited in the broader field of education. 
Initially, I considered employing theoretical concepts from both Basil Bernstein and 
Pierre Bourdieu as I viewed, as did Bernstein (1975) himself, that their work was 
complementary. The idea was to utilise these two social theorists together, as others had 
done previously (e.g. Evans, 2004; Hay & Penney, 2013; Redelius & Hay, 2009). Several 
academics have suggested that it might be beneficial to think of theory as ‘plural’ or ‘in 
multiples’ (Wolcott, 2005, p.180) with research thus ‘guided by a family of perspectives’ 
(Galtung, 1990, p.101). There are researchers that choose to work with more than just two 
theorists, conducting what is known as theoretical bricolage (Denzin & Lincoln, 2005). 
Advocates for multi-theoretical approaches emphasise ‘the richness that multiple theoretical 
perspectives can bring to the same question and the possibilities that open up for rigorous 
and far-reaching improvements’ (Macdonald, Kirk, Metzler, Nilges, Schempp, & Wright, 
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2002) in a field. Further, a theoretical bricoleur is argued to appreciate the complexity of the 
lived world and add ‘rigor, breadth…richness… depth’ (Denzin & Lincoln, 2005, p. 5) and 
‘multiplicity’ (Rogers, 2012, p.6) to their inquiry as they acknowledge that different 
interpretations of a phenomenon can be produced through different theoretical contexts. For 
me, the decision to abandon the idea of using two theorists or employing theoretical 
bricolage was taken as the more I engaged with my data and the more I read, the less useful 
I found the theoretical work of Bourdieu and the more useful and generative Bernstein 
became. I, therefore, decided to ‘concentrate within a particular theory, in order to be able 
to exploit its interpretive powers’ (Alvesson, 2002, p.133). In making this decision, I 
acknowledge that what I ‘have gained in depth’, I may have ‘have lost in breadth’ (O’Sullivan, 
2007, p.249). 
In returning to the initial question, I was fortunate in that, for me, Bernstein fit both the 
criteria of emotional preference and prevalence in the field and appeared to be able to offer 
constructive insight into the phenomenon of outsourcing in HPE. In terms of emotional 
preference, I am similar to Atkinson (1985) in that I first encountered Bernstein when I was 
an undergraduate. Although I am aware my comprehension then, and indeed, still now, 
needed development, it was perhaps that familiarity and connection that drew me to further 
engage with his work in my postgraduate studies. If one was to believe in fate, this decision 
could also be attributed to our shared birthdate. In addition, as a brief side note, such is my 
preference for Bernstein that for three years of my PhD I had a Betta fish named after him 
who supervised my writing when I worked from home. 
A stronger justification for selecting Bernstein is the extent to which his theoretical 
work had the potential to be productive in my study. As my focus of inquiry (i.e. the 
outsourcing of HPE curricular work) ‘portends significant changes in the way knowledge is 
produced, consumed, and evaluated’ (Gard, 2015 p.107), I was drawn to Bernstein and how 
he took ‘seriously questions regarding the transmission, distribution, and transformation of 
knowledge as no other before had done’ (Frandji & Vitale, 2011, p.i). Bernstein’s work, which 
had ‘significant implications for the theory of knowledge in terms of knowledge structures’ 
(Moore, 2013, p.154) was, ‘in the first instance, a theory of pedagogy not knowledge’ 
(emphasis in original) (p.154), and his theories continue to be drawn on extensively within 
the education field. He has been described as ‘an author who needs no ‘introduction’’ 
(Atkinson, 1985, p.1) as he ‘was one of the most influential and widely discussed theorists 
in the sociology of knowledge’ (Singh, 2002, p.1), and ‘stands as one of the most inventive 
modern thinkers in the social sciences and amongst the most inventive in British sociology’ 
(Moore, 2013, p.1). In the HPE field, academics have drawn on Bernstein’s ideas to: 
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understand curriculum’s impact on teachers’ grading practice (Svennberg, Meckbach & 
Redelius, 2016); explore linkages between policy and pedagogic relations, and the 
discourse and practices in the subject (Penney, Petrie, & Fellows, 2015) and; examine the 
construction of physical education policies and curricula within and across educational 
systems (Kirk, 2010). Despite these publications providing evidence that Bernstein has been 
generative for a range of topics within HPE, there was some caution in selecting a theorist 
who has been heavily utilised in the field. In terms of my focus of inquiry, however, 
Bernstein’s work had only been previously utilised twice (Kirk & Colquhoun, 1989; Williams, 
2012) and there remained considerable scope to engage his theories in ways that could 
contribute meaningfully to scholarship in the field. By employing this theorist, then, I would 
also be contributing to the aforementioned rich range of theoretical perspectives on the topic. 
Reaching this final decision of Bernstein as the theorist for my study was, overall, a 
complex and multifaceted activity. Critical reflection was required in terms of my onto-
epistemological position. Voracious reading was also necessary to expand my theoretical 
options. Becoming aware of all the possible theories I could engage with for my thesis was 
a frustrating and enlightening experience that I encourage others to go through. Researching 
each option meant that it took some time for me to make my final decision, which did make 
me feel as if I was not progressing quickly enough and was behind where I thought I should 
be. It was also somewhat overwhelming learning just how broad my options were. As a 
whole though, exploring and playing with theories made me feel more able to defend my 
choice of theorist as I had reflected on how each theory fit with or challenged my 
understanding of knowledge and reality, how each theoretical concept may impact my 
methodological choices, and which theorist would most generatively contribute to my study. 
Another benefit was that it helped me make the choice about whether to employ a theoretical 
bricolage approach to my research or whether I would focus solely on the work of one 
theorist. With Bernstein selected, it was then time to more comprehensively understand the 
intricacies of his work. 
 
Foreign language: Understanding theory 
It has been suggested that to understand the work of a theorist you are required to ‘travel 
into someone else’s mind and become able to perceive reality as that person does… to 
stretch one’s mind to reach the theorist’s meaning’ (Anfara & Mertz, 2014, p.14). But exactly 
how do you know if you have arrived at that theorist’s meaning, and sufficiently adjusted 
your thinking and understanding about knowledge and reality? 
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In working to understand Bernstein and stretch my mind to reach his meaning, I am 
similar to Ball (2006) in that I do this ‘not to mimic, or emulate’ Bernstein, but ‘to learn… to 
be challenged…’ (p.4) and to have moments where ‘I think ‘yes, I think that too, that 
expresses something that I have never been able to quite capture into words’ (p.5). To 
experience this, however, required dealing with issues of accessibility, chronology, and 
translation. 
When I began reading Bernsteinian texts and trying to interpret his ‘highly abstract 
descriptive language’ (Edwards, 2002, p.527) it felt as if I was ‘studying a foreign language’ 
(St.Pierre, 2014). This is not something that I was alone in, with other discussions of 
Bernstein producing similar readings on the complexities of understanding his work. 
Readers’ confusion appears to, in part, derive from who Bernstein was and his influences, 
as he ‘came from an intellectual background in the formative years of British sociology that 
made him difficult to interpret for those in the field who came later and under a very different 
configuration of influences’ (Moore, 2013, p.1). A consequence of this inaccessibility is that 
scholars wanting to work with Bernstein’s theories and use his abstract language need to 
exert ‘considerable effort to bring it “down to earth”’ (Edwards, 2002, p.527). This does not 
mean simplifying Bernstein’s concepts into ‘more everyday language, eked out with 
homespun examples’ (Atkinson, 1985, p.4). Rather, it involves embracing its complexity and 
writing about Bernstein’s theories in a way that demonstrates ‘how [they] could be used to 
frame theoretical or empirical questions, and how [they] could be employed in the analysis 
of empirical data’ (Editorial: Basil Bernstein's theory of social class, educational codes and 
social control, 2002, p.525). 
Adding to these accessibility issues is the ‘messiness’ of the evolution and fluidity of 
his work as it underwent ‘…a continuous process of change, development and modification’ 
(Atkinson, 1985, p.8). Despite this, it has been noted that ‘there has been considerable 
continuity in terms of themes and theories’ (Atkinson, 1985, p.8), just that: 
 
…he returns to earlier ideas and recovers a concept or issue and reworks it 
and resets it (even renames it) within a new context. [And] what in the first 
instance is an issue approached from one direction at a later time is 
approached from the opposite direction, the same thing viewed from different 
sides (Moore, 2013, p.1). 
 
The revision and progression of his ideas is not necessarily unexpected as theory is 
constantly driven forward by the complex and always changing social world (Moore, 2013). 
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In Bernsteinian terms, the ‘discursive gap’ (Bernstein & Solomon, 1999, p.275) between 
theory and data requires that there is conceptual clarification and/or the formulation of new 
concepts (Bernstein, 2000). It is through research, or engagement with empirical problems, 
that such absences in theory are discovered. Tracking Bernstein’s modifications to his 
theories is somewhat challenging as ‘he has never produced a single synoptic view of his 
work as a whole’ (Atkinson, 1985, p.6) and instead only periodically reviewed his processes 
of conceptual refinement. Although some authors do offer guides of the phases in 
Bernstein’s process of growth (see Atkinson, 1985, p.17), it is productive to independently 
learn the chronology of his work and concepts. As Bernstein himself evolved his thinking ‘by 
moving backwards and forwards and from side to side’, it thus is ‘necessary to read ‘new’ 
ideas through the ‘old’ ones and one set of concepts through adjacent ones’ (Moore, 2013, 
p.2). This cannot be achieved without knowledge of which concepts are ‘new’ or ‘old’. 
To assist with these issues of accessibility and chronology, I have found it necessary 
to not only read the primary texts (i.e. Bernstein, 1971, 1973, 1975, 1990, 2000), but also 
engage with how others have mobilised his work, as discussed previously. My reading of 
the application of Bernstein within and beyond the HPE field was instructive to see how 
different academics have interpreted his work to frame different empirical research 
questions and analyse their empirical data. It could be argued that these articles also 
demonstrate how to apply Bernstein’s work ‘out of context’, in that they are not about the 
distribution of educational opportunity. They are all connected, though, to some extent, to 
the ‘basic reference point’ of Bernstein’s theories: ‘how does education work and how might 
it be made to work better?’ (emphasis in original) (Moore, 2013, p.5). Each of these 
publications does, however, often deal with a single aspect of Bernstein’s theory. While 
Bernstein (2000, p.xii) expressed that there is ‘a certain democracy of access’ in that ‘there 
is no need to “buy into” all levels’ of his theories, articles that did not employ his theories in 
their entirety occasionally made it difficult to comprehend how all his theoretical concepts 
articulated with each other. Bernsteinian anthologies and monographs, such as the work of 
Atkinson (1985) and Moore (2013) referred to within this paper, were also incredibly valuable 
in that they offered guidance and acted as a gateway to the primary text. When reading 
these texts, however, it is crucial to recognise that they are, in a sense, ‘translations’ of 
Bernstein’s work in that they are ‘at once duplication, revision, and recreation, with meaning 
lost, preserved and created anew’ (Cook-Sather, 2006, p.28). It is crucial, therefore, to not 
rely on ‘“second-order” scholars’ (Tinning, 2006, p.380) and engage extensively ‘with the 
theorising behind the ideas’ (p.380) by reading these publications in conjunction with the 
primary texts as I did. 
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All these processes facilitated and strengthened my knowledge and interpretation of 
Bernstein. It also reinforced how there is no ‘short-cut’ to understanding theory. Researchers 
need to afford sufficient time to read and re-read the primary texts to learn the intricacies 
and complexities of each theory, as well as their chronology and evolution. Reading the 
original texts can also lead to developing an appreciation for how theoretical concepts 
presented in anthologies, monographs, and other secondary texts are translations and 
interpretations. Through all my reading, I developed an appreciation for how Bernstein’s 
theory ‘is a theory that works in the sense that it can be put to work’ (emphasis in original) 
(Moore, Arnot, Beck, & Daniels, 2006, p.1). 
 
What would Bernstein do? Applying theories 
It is said that, through appropriate and generative application, one reveals whether and if 
one has truly understood the import of a particular theory. There are often limits and 
boundaries specified by a particular theorist that indicate what kinds of empirical 
phenomenon a theory might fruitfully be applied to, and how this application should proceed. 
This section relates to my application of theory, and in particular, what Bernstein’s 
theorisations meant for how I conducted and wrote about my research. 
Different Bernsteinian theoretical concepts have been employed in each of my publications. 
Firstly, there was the paper that aimed to ‘critically analyse one external provider’s 
interpretations of the curriculum and of the roles of key pedagogical agents and stakeholders 
(e.g. HPE teachers and students), as well as their translation of these interpretations into 
particular kinds of products and services’ (Sperka, Enright, & McCuaig, 2018, p.328). In this, 
Bernstein’s theory of the pedagogic device (Bernstein, 1990) was recruited to ‘trace 
discourse as it moves through various fields’ (Sperka et al., 2018, p.332), complementing 
the critical discourse analysis conducted in the paper. Exploring the impact of this external 
agency’s involvement in the three fields of the pedagogic device was considered significant 
as it would shape the three message systems of curriculum, pedagogy, and assessment 
(Bernstein, 1975) in HPE. Secondly, was a publication that presented ‘a modest analysis 
and theorisation of secondary school students’ perspectives on the outsourcing of HPE’s 
curricular work and their positioning in neo-HPE’ with Bernstein’s sociology of pedagogic 
voice utilised to ‘understand the complexity and significance of student voices on this topic’ 
(Sperka & Enright, Forthcoming, p.xx). By applying classification and framing, realisation 
and recognition, and voice and message, these Bernsteinian concepts ‘offered…the ability 
to ‘read up’ from voice-message and acknowledge that the student ‘voices’ collected were 
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in fact ‘messages’ created by specific pedagogic contexts’ (Sperka & Enright, Forthcoming, 
p.xx). 
Although these two publications engaged with different Bernsteinian concepts, they 
are connected and applying one concept required understanding of the others. More 
specifically, different pedagogical devices have consequences for students and their ‘voices’ 
and ‘messages’. In these two articles, explicit mention of theory is made in relation to how I 
analysed the data I generated. It is essential to remember, though, that: 
 
To conceive of theory as different frames or lenses with which to perceive social 
reality and the data entails that one must be theoretically informed when entering 
the “field”; gathering the data and analysing it. This does not mean that one has 
to have a perspective on the data at the outset. Instead, being theoretically 
informed means that one is informed about different options in approaching it 
(Alasuutari, 1996, p.374). 
 
What this means is that theory informed more than just my data analysis process; it was 
embedded in all parts of the research design. To best demonstrate the impact that Bernstein 
had on my whole thesis, I have structured this section to individually address each of the 
aforementioned theoretical concepts employed in my publications. This section is 
unapologetically Bernsteinian and very specific to my doctoral study as this was required to 
provide a rich example of theory’s pervasive role in qualitative projects. 
 
Pedagogic device 
Recruiting ‘the most fundamental concept in Bernstein’s problematic’ (Moore, 2013, p.154), 
the pedagogic device, within my PhD, contributed significantly to informing my selection of 
participants and elements of my methodology. As the pedagogic device consists of three 
hierarchically related fields, to generatively apply this theory, I was required to access 
individuals who could offer insight into the processes taking place within each field. For my 
research on the outsourcing of HPE curricular work, this resulted in me approaching 
employees from my external provider of interest, Tennis Australia, because of their 
involvement primarily in the fields of knowledge production and recontextualisation 
(Bernstein, 1990). Key figures within this organisation were then identified through a network 
ethnography (Sperka & Enright, 2017). I also engaged with school leaders, HPE staff, a 
Tennis coach, and students within one Australian secondary school connected to Tennis 
Australia as they were all agents within the field of reproduction (Bernstein, 1990). 
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Importantly, selecting individuals from both the external provider and from within schools not 
only aligned with the three fields of the pedagogic device, but they were also stakeholders 
who had been identified as crucial sources of information about the outsourcing of HPE 
(Sperka & Enright, 2018). 
To investigate how Tennis Australia operated within the field of production and 
recontextualisation, a semi-structured group interview was deployed that featured questions 
about their practices of ‘pedagogising’ knowledge (Bernstein, 1990) to create their products 
for use in schools. This included, for example, asking whether they connected their program 
to the Australian Curriculum: HPE and if they did, what that process involved. Additionally, 
their devised Tennis in Secondary School Program and any relevant physical resources 
were collected and a critical discourse analysis was conducted to examine how they 
delocated, relocated, and refocused their domain-specific Tennis knowledge into school 
knowledge (Sperka et al., 2018). Turning my attention to the field of reproduction, I then 
engaged with school staff to explore their perceptions of the Tennis Australia program and 
learn how they utilised it in their HPE lessons. I also generated data through focus groups 
with students about their experiences of the program. Further, observations were 
undertaken to view how the Tennis Australia program was being reproduced in HPE 
lessons. 
Overall, this demonstrates how theory, along with the corpus of literature on a specific 
research area, can work together to guide the selection of participants for a study and prompt 
the recruitment of certain methods, in this case network ethnography, semi-structured 
interviews, critical discourse analysis, focus groups, and observations, that can generate 
rich data. 
 
Three message systems 
The theory of the pedagogic device was not the first Bernsteinian concept to influence my 
study. Prior to this, and at a simplistic level of application, I had included language relating 
to Bernstein’s (1975) three message systems in my thesis research questions (i.e. ‘To what 
extent does the decision to partner with an external agency impact curriculum, pedagogy, 
and assessment within HPE? And ‘How do students view the involvement of external 
agencies in HPE in terms of their ability to deliver curriculum content and the pedagogical 
experiences they provide?). I made this decision as I perceived that any involvement by an 
external agency in HPE had the potential to effect ‘what counts as valid knowledge…as a 
valid transmission of knowledge, and…as a valid realisation of this knowledge on the part 
of the taught’ (Bernstein, 1975, p.203) in the subject. As a result of devising my research 
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questions in such a way, and after determining participants and methodologies with the help 
of the structure of the pedagogic device, Bernstein’s three message systems began to more 
strongly influence my study. My semi-structured interviews and focus group schedules as 
well as the observation tool were structured to address these three message systems with 
questions often grouped under the headings of curriculum, pedagogy, and assessment (see 
Appendices 4-8). The critical discourse analysis also ‘focused on exploring Tennis 
Australia’s employment of education language relating to curriculum, pedagogy, and 
assessment across their products, resources, and within their discussions of their work’ 
(Sperka et al., 2018, p.334). 
This discussion of Bernstein’s three message systems accentuates how this 
theoretical concept impacted my study differently to the theory of the pedagogic device. This 
is not to say it was not equally significant; instead, it establishes how different theoretical 
concepts are mobilised at varying times throughout a project according to how they might 
most productively address the research problem. 
 
Classification, framing, recognition, realisation, voice, and message 
Both of these discussed concepts, of the pedagogic device and the three message systems, 
have shown how theory impacts a research study in a relatively broad sense. The theoretical 
concepts of classification, framing, recognition, realisation, voice, and message, all 
individually significant, have been brought together as they have affected my methodology 
in a similar way. That is, each of these has required specific types of questions to be asked 
and observations to be made. To develop an understanding about the classification strength 
of HPE within my selected secondary school, it was necessary to include contextual 
questions about the value that HPE held within the school, the time allocated to the subject, 
and whether it was compulsory for all year levels in the semi-structured interviews with 
school staff. This data complemented the information collected about the school and HPE 
from sources such as the school website. In the focus groups, students were questioned 
about their opinion of HPE with the intention that their answers would offer distinctions 
between this subject and others. As for framing, students were also asked to respond to 
questions about their voice within the Tennis lessons. Finally, observations were incredibly 
important as I was able to view how students produced texts in the Tennis lessons, and to 
see how the teacher, Tennis coach, and students interacted. The previously discussed 
selection of school staff and students from the field of reproduction was crucial here for 
gaining a variety of perceptions about the classification and framing of the subject of HPE 
which was fundamental for exploring ‘voice’ and ‘message’ in externally provided HPE 
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lessons. Without knowledge of the concepts of classification, framing, recognition, 
realisation, voice, and message before generating my data, I might not have asked the ‘right’ 
questions or observed relevant actions and interactions. 
Detailed insight into the application of theory, such as I have tried to present here, is 
not always provided in publications. This can be confusing as how you learn about theory is 
often through particular reading practices (Kitching, 2008) and accessing the work of those 
who have previously employed particular theories. When aspects of the theoretical decision-
making and application processes are concealed or ignored, the reader is left to fill in the 
gaps on their own. My case study illustrates how Bernstein’s theoretical concepts informed 
all aspects of my research design, from participant recruitment and choosing my methods; 
to structuring my research questions, semi-structured interview and focus group schedules, 
and observation tool; focusing my critical discourse analysis; and necessitating particular 
questions be asked and specific exchanges observed. It also reveals how theoretical 
concepts serve different purposes within a study at different times. This could be perceived 
as highlighting how essential it is for theoretical decisions to be made early on in research 
projects, rather than just being added superficially at the end. Arguably, it can equally 
demonstrate how ‘explicit theory can be joined with fieldwork anywhere in the research 
process…’ (Wolcott, 2005, p.179).  
This theoretical ‘application’ section has been, in general, relatively positive and 
focused on what Bernstein’s theories have allowed me to ‘reveal’ (Gard, 2015, p.115). To 
give a complete account of my experience with theory, I feel it is important to acknowledge 
here what the theories potentially ‘concealed’ (Gard, 2015, p.115). One of the current 
silences in the scholarship on outsourcing in HPE is why particular external agencies are 
more attractive to schools than others (Sperka & Enright, 2018). Although I was able to 
present several reasons why Tennis Australia was viewed as appealing to schools, this 
aspect of my research was not as connected to Bernstein as other findings. 
The examples presented, although Bernstein specific and about the outsourcing of 
HPE work, can be generative for other research projects which draw on different theorists. 
Finally, they demonstrate why it is so vital to have spaces, such as in journals like this, to 
speak about the role that theory plays in qualitative studies. 
 
Conclusion 
In sharing this personal narrative about my struggles with theory, I have sought to not only 
address and provide guidance on practical issues relating to selecting, understanding, and 
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applying theory but also to contribute to the limited scholarship that engages with the 
complexity, the challenges, and the contingencies of any theoretical engagement. 
My story accentuates the necessity of going through the process of recognising the 
place of theory in qualitative studies. In choosing the definition of theory that I did and 
creating a ‘lens’ or ‘framework’ based metaphor of theory, I gained an appreciation for how 
influential theory can be in all aspects of a research project. I was consequently aware of 
the significant amount of time I needed to invest in selecting theory that would most 
appropriately, productively, and meaningfully contribute to my thesis. My theoretical 
decisions were informed by critical engagement with my onto-epistemological position and 
were made with the knowledge that this would significantly impact my methodological 
choices. These factors, in conjunction with my research on theoretical options in the broader 
education field and within the literature on my research topic, aided my selection of Bernstein 
as a theorist. By exploring issues of accessibility, chronology, and translation which can 
occur when working to understanding theory, I was able to offer insight into the various 
approaches I used to learn about theory, and one theorist in particular. 
Throughout this process, I have established and articulated how the theories 
underpinning my thesis are incomplete, in that they have committed me to generate my data 
through certain methodologies and analyse my data in a specific manner, thus ignoring 
alternative methods, and that they are always being driven forward to close the gap between 
themselves and the social world. Importantly, I argue that this does not discredit or 
undermine my PhD. Rather, I believe being honest about my theoretical challenges 
strengthens the potential contribution of my work by engaging the reader more fully in my 
analytical and interpretive process. Accepting that my selected theory structures my view of 
reality and knowledge in a certain way and knowing that ‘nobody has a corner on the truth’ 
(O’Sullivan, 2007, p.250), meant that I needed to seek out other possible perspectives. In 
doing this, I learnt the strengths and weaknesses of my chosen theory and how to justify 
why I selected it over others. Further, I could have easily been overwhelmed with ‘the unique 
terror of having to confront the conceptual shortfall’ (Moore & Muller, 2002, p.14) of my 
theoretical choices. Instead, I experienced the ‘intoxication of possibility’ (Moore & Mulller, 
2002, p.14) and came to appreciate that theory is always being modified, and this opened 
up the possibility for my work and data to extend Bernstein’s theory. 
Thinking more broadly about the doctoral experience, my hope is that this paper 
provides solace and guidance to other PhD students who may feel isolated in their 
theoretical struggles. Doctoral students offering accounts of their own experiences, 
especially stories about challenges, may perhaps give assurance to those who need it. On 
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this note, my focus here on struggle is somewhat of an anti-narrative to those stories of 
success, linearity, and ease that seem to dominate academic culture. In the context of 
increasingly neoliberal universities which privilege performativity, this trend is not overly 
surprising. It is, however, misleading and unhelpful to never discuss or make explicit the 
learning processes and challenges that pave the way to the completion of any PhD. I believe 
admitting to struggling is not admitting to weakness, defeat, or even failure; it is, for me, an 
empowering process. Additionally, I hope that contributing my story of grappling with theory 
encourages others to share their own. Writing this paper as I progressed through my PhD, 
rather than at the end reflecting back, encouraged me to be continuously self-aware of each 
step I took in learning about theory. Knowing that I needed to be able to express my 
strategies for negotiating theoretical tensions so that they could be useful for other doctoral 
students and early-career researchers meant that I researched each aspect of theory more 
intently than I perhaps would have done if it was just for myself. While I am cognisant that 
not every doctoral student would want to write a paper such as this, I do feel that for 
neophyte researchers, early adoption of a reflexive stance in relation to one’s theoretical 
choices is incredibly beneficial for learning.  
Finally, reflecting back on how I started this paper, with the notion that the PhD is a 
learning process, I should add that I am very aware the learning will not end once the thesis 
is submitted. Learning about research, and especially about theory, should never end if we 
want to produce research that significantly impacts the field and has enduring value. 
 
Note 
1. Given the personal nature of this narrative, it seems necessary to offer some 
demographic details. As an 18 year old I entered the Bachelor of Health, Sport and 
Physical Education degree at The University of Queensland. I had selected this degree 
because I was eager to become a teacher, driven by a desire to make a difference; to 
provide pedagogical experiences that inspired students and ignited in them a lifelong 
love of learning. This motivation was underpinned by a personal passion for learning, a 
disposition that was both satisfied and challenged through my interactions with sport 
pedagogy research within my degree. My interest in this research grew throughout my 
time at The University of Queensland and this led to me commencing a doctoral study 
there.  
2. My doctoral thesis is to be completed ‘by publication’, with peer-reviewed papers, such 
as this one, written throughout the research process. The terms ‘my thesis’ and ‘my 
publications’ are thus used somewhat interchangeably. 
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3. An interpretivist assumes that individuals create their own meanings in interactions with 
the world around them (Riemer, Quartaroli, & Lapan, 2012), that is, knowledge is 
presumed to be provisional and relative (Keegan, 2009). This approach emphasises the 
idea of the existence of multiple realities (Roller & Lavrakas, 2015) as ‘each individual 
is unique and lives in a unique reality’ (Riemer et al., 2012, p.8).  
4. Proponents of the paradigm comment on the difficulty in coherently summarising it. This 
difficulty is attributed to: the number of critical theories; the changing and evolving nature 
of the tradition; and because too much specificity is counter to the desire of critical 
theorists to ‘avoid the production of blueprints of socio-political and epistemological 
beliefs’ (Kincheloe & McLaren, 2002, p.89). To offer a succinct description: ‘critical 
theory research tends to emphasise relationships that involve inequities and power’ 
(Willis, 2007, p.82). 
 
References 
Alasuutari, P. (1996). Theorizing in qualitative research: A cultural studies perspective. 
Qualitative Inquiry, 2(4), 371-384. doi:10.1177/107780049600200401 
Alvesson, M. (2002). Postmodernism and social research. Philadelphia, PA: Open 
University Press. 
Anfara, V. A., & Mertz, N. T. (2014). Theoretical frameworks in qualitative research. 
Thousand Oaks, CA: SAGE Publications. 
Atkinson, P. (1985). Language, structure and reproduction: An introduction to the sociology 
of Basil Bernstein. London: Methuen. 
Australian Association for Research in Education (2018). Theory workshops. Retrieved from 
https://www.aare.edu.au/pages/research-workshops.html 
Australian Qualifications Framework Council. (2013, January). AQF specification for the 
Doctoral Degree. Second Edition. South Australia: Australian Qualifications 
Framework Council. 
Ball, S. J. (2006). The necessity and violence of theory. Discourse: Studies in the Cultural 
Politics of Education, 27(1), 3-10. doi:10.1080/01596300500510211 
Berman, J. (2013). Utility of a conceptual framework within doctoral study: A researcher's 
reflections. Issues in Educational Research, 23(1), 1-18.  
Bernstein, B. (1971). Class, codes and control (Vol. 1). London: Routledge. 
Bernstein, B. (1973). Class, codes and control (Vol. 2). London: Routledge & Kegan Paul. 
Bernstein, B. (1975). Class, codes and control (Vol. 3). London: Routledge. 
 Page | 116  
 
Bernstein, B. (1990). Class, codes and control: The structuring of pedagogic discourse (Vol. 
4). London: Routledge. 
Bernstein, B. (2000). Pedagogy, symbolic control and identity: Theory, research, critique 
(Revised ed.). London: Routledge. 
Bernstein, B., & Solomon, J. (1999). 'Pedagogy, identity and the construction of a theory of 
symbolic control': Basil Bernstein questioned by Joseph Solomon. British Journal of 
Sociology of Education, 20(2), 265-279. doi:10.1080/01425699995443 
Bradbury-Jones, C., Taylor, J., & Herber, O. (2014). How theory is used and articulated in 
qualitative research: Development of a new typology. Social Science & Medicine, 
120(Supplement C), 135-141. doi:https://doi.org/10.1016/j.socscimed.2014.09.014 
Campbell, B. R. (2009). A resolution of student's grounded theory a priori reading dilemma. 
Paper presented at International Conference on Information Resources Management. 
College of Information Technology, UAE University, Dubai. 
Carnovsky. (2015). RGB. Retrieved from https://www.carnovsky.com/RGB.htm 
Casanave, C., & Li, Y. (2015). Novices’ struggles with conceptual and theoretical framing in 
writing dissertations and papers for publication. Publications, 3(2), 104-119.  
Cook-Sather, A. (2006). Education is translation: A metaphor for change in learning and 
teaching. Philadelphia, Pennsylvania: University of Pennsylvania Press. 
Crotty, M. (1998). The foundations of social research: Meaning and perspective in the 
research process. St Leonards: Allen & Unwin. 
Denzin, N. K., & Lincoln, Y. S. (Eds.). (2005). The SAGE handbook of qualitative research 
(3rd ed.). Thousand Oaks, CA: SAGE Publications. 
Editorial: Basil Bernstein's theory of social class, educational codes and social control. 
(2002). British Journal of Sociology of Education, 23(4), 525-526. 
Edwards, T. (2002). A remarkable sociological imagination. British Journal of Sociology of 
Education, 23(4), 527-535. doi:10.1080/0142569022000038387 
Enright, E., Hill, J., Sandford, R., & Gard, M. (2014). Looking beyond what's broken: Towards 
an appreciative research agenda for physical education and sport pedagogy. Sport, 
Education and Society, 912-926. doi:10.1080/13573322.2013.854764 
Enright, E., Williams, B., Sperka, L., & Peucker, K. (2018). Pedagogic rights and the 
acoustics of health and physical education teacher education: whose voices are 
heard? Physical Education and Sport Pedagogy, 23(5), 524-535. 
doi:10.1080/17408989.2018.1470616 
Evans, J. (2004). Making a difference? Education and 'ability' in physical education. 
European Physical Education Review, 10(1), 95-108. doi:10.1177/1356336x04042158 
 Page | 117  
 
Frandji, D., & Vitale, P. (2011). Knowledge, pedagogy and society: International 
perspectives on Basil Bernstein's sociology of education. London: Routledge. 
Galtung, J. (1990). Theory formation in social research: A plea for pluralism. In E. Øyen 
(Ed.), Comparative methodology: Theory and practice in international social research 
(pp. 96-112). London: SAGE Publications. 
Gard, M. (2015). ‘They know they're getting the best knowledge possible’: Locating the 
academic in changing knowledge economies. Sport, Education and Society, 20(1), 
107-121. doi:10.1080/13573322.2014.957177 
Gardiner, M. & Kearns, H. (2011). Turbocharge your writing today. Nature, 475, 129-130. 
Glaser, B. G., & Strauss, A. L. (1967). The discovery of grounded theory: Strategies for 
qualitative research. New Brunswick: AldineTransaction. 
Grant, C., & Osanloo, A. (2014). Understanding, selecting, and integrating a theoretical 
framework in dissertation research: Creating the blueprint for your “house”. 
Administrative Issues Journal Education Practice and Research, 4(2), 12-26. 
doi:10.5929/2014.4.2.9 
Hammersley, M., & Campbell, J. L. (2013). What is qualitative research? London: 
Bloomsbury Publishing. 
Hay, P., & Penney, D. (2013). Assessment in physical education: A sociocultural 
perspective. London: Routledge. 
Jette, S., Bhagat, K., & Andrews, D. L. (2016). Governing the child-citizen: ‘Let's Move!’ as 
national biopedagogy. Sport, Education and Society, 21(8), 1109-1126. 
doi:10.1080/13573322.2014.993961 
Kearns, H., & Gardiner, M. (2006). The seven secrets of highly effective PhD students. 
Flinders University. 
Keegan, S. (2009). Qualitative research: Good decision making through understanding 
people, cultures and markets. London: Kogan Page. 
Kincheloe, J. L., & McLaren, P. (2002). Rethinking critical theory and qualitative research. 
In Y. Zou & E. T. Trueba (Eds.), Ethnography and schools: Qualitative approaches to 
the study of education. Maryland: Rowman & Littlefield Publishers. 
Kirk, D. (2010). Physical education futures. New York: Routledge. 
Kirk, D., & Colquhoun, D. (1989). Healthism and physical education. British Journal of 
Sociology of Education, 10(4), 417-434. doi:10.1080/0142569890100403 
Kitching, G. N. (2008). The trouble with theory: The educational costs of postmodernism. 
Crows Nest: Allen & Unwin. 
 Page | 118  
 
Lakoff, G., & Johnson, M. (1980). The metaphorical structure of the human conceptual 
system. Cognitive Science, 4(2), 195-208.  
Lederman, N., & Lederman, J. (2015). What is a theoretical framework? A practical answer. 
The Official Journal of the Association for Science Teacher Education, 26(7), 593-597. 
doi:10.1007/s10972-015-9443-2 
Macdonald, D., Kirk, D., Metzler, M., Nilges, L. M., Schempp, P., & Wright, J. (2002). It's all 
very well, in theory: Theoretical perspectives and their applications in contemporary 
pedagogical research. Quest, 54(2), 133-156. doi:10.1080/00336297.2002.10491771 
Maxwell, J. A. (2005). Qualitative research design: An interactive approach. Thousand 
Oaks, CA: SAGE Publications. 
McCuaig, L. (2007). Sitting on the fishbowl rim with Foucault: a reflexive account of HPE 
teachers' caring. Sport, Education and Society, 12(3), 277-294. 
doi:10.1080/13573320701464127 
Moore, R. (2013). Basil Bernstein: The thinker and the field. London: Routledge. 
Moore, R., & Muller, J. (2002). The growth of knowledge and the discursive gap. Draft 
manuscript. Retrieved from: 
http://www.education.uct.ac.za/sites/default/files/image_tool/images/104/moore-
muller.pdf 
Moore, R., Arnot, M., Beck, J., & Daniels, H. (2006). Knowledge, power and educational 
reform: Applying the sociology of Basil Bernstein. London: Routledge. 
O'Sullivan, M. (2007). Research quality in physical education and sport pedagogy. Sport, 
Education and Society, 12(3), 245-260. doi:10.1080/13573320701463962 
Penney, D., Petrie, K., & Fellows, S. (2015). HPE in Aotearoa New Zealand: The 
reconfiguration of policy and pedagogic relations and privatisation of curriculum and 
pedagogy. Sport, Education and Society, 20(1), 42-56.  
Powell, D. (2014). Childhood obesity, corporate philanthropy and the creeping privatisation 
of health education. Critical Public Health, 24(2), 226-238. 
doi:10.1080/09581596.2013.846465 
Powell, D. (2015). Assembling the privatisation of physical education and the ‘inexpert’ 
teacher. Sport, Education and Society, 20(1), 73-88. 
doi:10.1080/13573322.2014.941796 
Pozzebon, M. (2004). Conducting and evaluating critical interpretive research: Examining 
criteria as a key component in building a research tradition. In B. Kaplan, D. P. Truex, 
D. Wastell, A. T. Wood-Harper, & J. I. DeGross (Eds.), Information systems research: 
Relevant theory and informed practice (pp. 275-292). Boston, MA: Springer US. 
 Page | 119  
 
Redelius, K., & Hay, P. (2009). Defining, acquiring and transacting cultural capital through 
assessment in physical education. European Physical Education Review, 15(3), 275-
294. doi:10.1177/1356336x09364719 
Riemer, F. J., Quartaroli, M. T., & Lapan, S. D. (2012). Qualitative research: An introduction 
to methods and designs. San Francisco: Jossey-Bass. 
Rogers, M. (2012). Contextualizing theories and practices of bricolage research. The 
Qualitative Report, 17(48), 1-17.  
Roller, M. R., & Lavrakas, P. J. (2015). Applied qualitative research design: A total quality 
framework approach. New York: Guilford Publications. 
Singh, P. (2002). Pedagogising knowledge: Bernstein's theory of the pedagogic device. 
British Journal of Sociology of Education, 23(4), 571-582. 
doi:10.1080/0142569022000038422 
Sperka, L., & Enright, E. (Forthcoming). And if you can’t hear us?: Students as customers 
of neo-HPE. Sport, Education and Society. 
Sperka, L., & Enright, E. (2017). Network ethnography applied: Understanding the evolving 
health and physical education knowledge landscape. Sport, Education and Society. 
Advance online publication. doi:10.1080/13573322.2017.1338564 
Sperka, L., & Enright, E. (2018). The outsourcing of health and physical education: A 
scoping review. European Physical Education Review, 24(3), 349-371. 
doi:10.1177/1356336x17699430 
Sperka, L., Enright, E., & McCuaig, L. (2018). Brokering and bridging knowledge in health 
and physical education: A critical discourse analysis of one external provider’s 
curriculum. Physical Education and Sport Pedagogy, 23(3), 328-343. 
doi:10.1080/17408989.2017.1406465 
St. Pierre, E. A. (2 December 2014). Post qualitative inquiry. Paper presented at the 
Australian Association of Research in Education, New Zealand Association for 
Research in Education, Brisbane, Australia. 
Stahl, B. C., Al-Amri, J., Almullah, S., Dawood, M., Fidler, C., Halaweh, M., . . . Al-Shery, A. 
(2008). The social side of theory: A community-based narrative of research and theory. 
International Journal of Doctoral Studies, 3, 31-42. 
Strauss, A. (1995). Notes on the nature and development of general theories. Qualitative 
Inquiry, 1(1), 7-18. doi:10.1177/107780049500100102 
Svennberg, L., Meckbach, J., & Redelius, K. (2016). Swedish PE teachers struggle with 
assessment in a criterion-referenced grading system. Sport, Education and Society, 1-
13. doi:10.1080/13573322.2016.1200025 
 Page | 120  
 
Tinning, R. (2006). Theoretical orientations in physical education teacher education. In D. 
Kirk, D. Macdonald, & M. O'Sullivan (Eds.), Handbook of physical education (pp. 369-
385). London: SAGE Publications. 
Tinning, R., & Fitzpatrick, K. (2012). Thinking about research frameworks. In K. Armour & 
D. Macdonald (Eds.), Research methods in physical education and youth sport (pp. 
53-65). London: Routledge. 
Van Maanen, J. (1988). Tales of the field: On writing ethnography. Chicago: University of 
Chicago Press. 
Walsham, G. (1993). Interpreting information systems in organizations. New York: Wiley. 
Ward, G. (2013). Examining primary schools' physical education coordinators' pedagogical 
content knowledge of games: Are we just playing as this? Education 3-13, 41(6), 562.  
Williams, B. J. (2012). The outsourcing of health, sport and physical education in 
Queensland schools. The University of Queensland. 
Williams, B. J., Hay, P. J., & Macdonald, D. (2011). The outsourcing of health, sport and 
physical educational work: a state of play. Physical Education and Sport Pedagogy, 
16(4), 399-415. doi:10.1080/17408989.2011.582492 
Williams, B. J., & Macdonald, D. (2015). Explaining outsourcing in health, sport and physical 
education. Sport, Education and Society, 20(1), 57-72. 
doi:10.1080/13573322.2014.914902 
Willis, J. (2007). Foundations of qualitative research: Interpretive and critical approaches. 
Thousand Oaks, CA: SAGE Publications. 
Wolcott, H. F. (2005). The Art of Fieldwork (2nd ed.). Walnut Creek, CA: AltaMira Press.  
 Page | 121  
 
 
Brokering and bridging knowledge in health and physical 
education: A critical discourse analysis of one external 
provider’s curriculum 
 
Leigh Sperka, Eimear Enright and Louise McCuaig 
School of Human Movement and Nutrition Sciences, The University of Queensland, Queensland, 
Australia 
 
Abstract 
Background 
There has been a proliferation of external agencies ‘knocking on the door’ of, and being 
welcomed into, Health and Physical Education (HPE). This opens HPE up to new products, 
partners, and services. Although scholarship on the practice of outsourcing HPE is steadily 
growing in quantity and in scope, there is a significant gap in the literature around how 
external providers (or outsourcers) of HPE interpret the curriculum, and how this translates 
into certain kinds of products and services. 
 
Purpose 
The purpose of this paper is to critically analyse one external provider’s interpretations of the 
curriculum and of the roles of key pedagogical agents and stakeholders (e.g. HPE teachers 
and students), as well as their translation of these interpretations into particular kinds of 
products and services. This is achieved through a critical discourse analysis (CDA) of Tennis 
Australia’s Tennis in Secondary Schools (TSS) Program teacher resources and a group 
interview with key employees of Tennis Australia. 
 
Methods 
The larger study from which this paper draws is a network ethnography of the external 
provision of HPE. TSS was selected as a case study in the initial web-audit undertaken as 
part of this network ethnography. The criteria which resulted in the selection of TSS as a 
case study were: the utilisation of educational language within product descriptions or 
marketing, provision of services to a significant number of schools, and a rationale for 
services that included a contribution to HPE. A CDA was undertaken on the TSS advertising, 
product materials, teacher resources, and the transcript of semi-structured group interview 
conducted with three employees of the organisation.  
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Findings 
Tennis Australia markets an explicit alignment between their TSS Program and the 
Australian Curriculum: HPE (AC:HPE). For example, teacher resources are structured to 
include a ‘Learning Intention’ (i.e. a curriculum content descriptor); ‘Focus Questions and 
Teaching Points’ (i.e. pedagogical styles); and ‘Success Criteria’ (i.e. self-described 
‘assessment criteria’). Significantly, however, there were several tensions and gaps in their 
interpretations and understandings of the AC:HPE and their approaches to pedagogy and 
assessment within the subject. 
 
Conclusion 
External agencies, such as Tennis Australia, are becoming increasingly sophisticated at 
marketing their products in relation to HPE curricula. Rather than divesting or relieving 
teachers of curriculum decision-making and design responsibility, however, we argue that 
these efforts from external agencies mean that now, more than ever, teachers need to 
recognise, articulate and enact their pedagogical and curriculum expertise. This will allow 
teachers to better broker, bridge, and translate knowledge and ensure that HPE remains an 
educative experience.  
 
Keywords 
Outsourcing, external providers, boundary spanner, knowledge-broker 
  
 Page | 123  
 
 
Introduction 
Knock, knock  
Imagine hearing the sound of someone knocking on your door. How would you respond? 
Perhaps you might question who was there; it could be someone you know well, someone 
you have heard of, or a complete stranger. Regardless, before letting them in, you would 
most likely want further details on the reasons for their presence and their intentions. 
Presumably, this is because everything in your household is valuable and meaningful to you. 
According to an increasing number of empirical studies (e.g. Powell, 2015; Petrie, 
Penney, & Fellows, 2014; Williams & Macdonald, 2015, Williams, Hay, & Macdonald, 2011), 
Health and Physical Education (HPE) professionals have opened their metaphorical door 
and are allowing external agencies access to what is presumably valuable and meaningful 
to them: HPE curriculum, pedagogy, and assessment. By procuring goods and services 
from external suppliers, a practice known as outsourcing (Mol, 2007), HPE curriculum work 
is being disembedded from the organisational confines of schools and re-embedded in those 
of another entity located in the market (Lair, 2012). In other words, HPE, which was 
traditionally the responsibility of schools and teachers, is now open to being delivered by 
external organisations. These new providers’ entrée into HPE has been ‘gradual’ and 
‘stealthy’ (Powell, 2015, p.74) and aligns with broader trends of privatisation of, and in, 
education (Ball & Youdell, 2007), and more specifically, commercialisation in and of HPE. 
This has resulted in HPE’s ‘purposes and practices… gradually [being] redirected and 
reconfigured into forms which mimic the interests of private enterprise rather than public 
service’ (Evans, 2013, p.76). As a result, a plethora of organisations, sporting associations, 
and private ‘edu-businesses’ (Ball & Junemann, 2012) are now seeking to have a role within 
the subject, through the development, marketing, and provision of HPE products and 
services. HPE appears to be specifically targeted due to its positioning at the confluence of 
sport, education, and health, with companies increasingly seeing HPE as a space where 
‘solutions’ to health and moral crises can be implemented (Powell, 2014). It is increasingly 
evident that the HPE landscape is being altered in new and unpredictable ways (Evans & 
Davies, 2014) and that much more needs to be done to understand what HPE now looks 
like in increasingly privatised and commercialised schools. That is, at least in part, what this 
paper is about, in that we are seeking to examine one of the many organisations walking 
through HPE’s metaphorical door. Before providing more detailed insight into the specific 
aims of this paper, it is necessary to engage further with the existing corpus of literature on 
outsourcing in HPE. 
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Background 
What do we know about those knocking on the door?  
A scoping review of the empirical work that has been undertaken on the outsourcing of HPE 
(Sperka & Enright, 2018) revealed that scholarship in the area is steadily growing both in 
quantity and scope. Significantly, a key finding to emerge from this review is that many 
teachers responsible for teaching HPE have seemingly uncritically embraced the products 
and services offered by external agencies (Ardzejewska, 2006; Gordon, Cowan, McKenzie, 
& Dyson, 2013; Harris, Cale, & Musson, 2012; Jones & Green, 2017; Lavin, Swindlehurst, 
& Foster, 2008; Macdonald, 2011; Morgan & Hansen, 2007; Powell, 2015; Rainer, Cropley, 
Jarvis, & Griffiths, 2012; Smith, 2015; Ward, 2005; Webster, 2001; Williams et al., 2011; 
Williams & Macdonald, 2015). This is a disconcerting finding, especially considering how 
rarely curriculum links had been articulated in the outsourced programs (Petrie et al., 2014) 
and how infrequently official documents or educational policies had been referenced in the 
external providers’ explanations about experiences they offer (Williams & Macdonald, 2015). 
Furthermore, on the few occasions explicit links were made, misalignment with curriculum 
(Morgan & Hansen, 2007) and a privileging of the technical elements of sport over the 
educative intent of the subject (Powell, 2015) were observed. Another main finding and 
concern identified through the scoping review related to the lack of pedagogical knowledge 
of the external providers, more specifically, their (mis)understandings about what would 
constitute an effective learning and teaching environment and how this might be achieved 
(Rainer et al., 2012). Additionally, external providers’ limited knowledge about students and 
how they learn as well as their inability to differentiate their pedagogies (Powell, 2015) was 
found as contributing to difficulties in establishing ‘educationally viable’ relationships (Jones 
& Green, 2017) and positive behaviour management (Smith, 2015). The scoping review 
(Sperka & Enright, 2018) revealed a lack of studies that sought to capture the emerging 
strategic efforts providers are making to map their services and products to national 
curricula. A significant gap in understanding was therefore identified in relation to how 
external providers (or outsourcers) of HPE interpret curricula, and how this might translate 
into certain kinds of products and services. 
 This paper makes a contribution to the literature by presenting empirical work that 
begins to address these matters. Foregrounded with a discussion of the Australian HPE 
context, the purpose of this paper is to critically analyse one external provider’s 
interpretations of the curriculum and of the roles of key pedagogical agents and stakeholders 
(e.g. HPE teachers and students), as well as their translation of these interpretations into 
particular kinds of products and services. This is achieved through a critical discourse 
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analysis (CDA) of Tennis Australia’s Tennis in Secondary Schools (TSS) Program teacher 
resources and a group interview with key Tennis Australia employees. 
 
What lies beyond the door?: The Australian HPE context 
Before providing some insight into the Australian Curriculum: HPE (AC:HPE), it is worth 
noting that there are a number of papers (e.g. Ardzejewska, 2006; Webster, 2001; Williams 
& Macdonald, 2015; Williams et al., 2011) that provide evidence of the prevalence of the 
outsourcing of HPE within Australian schools. As the AC:HPE is a relatively new curriculum, 
however, there is as yet no empirical work that seeks to understand how external providers 
have engaged with this document. The Australian context becomes even more interesting 
and complex when one considers the recent ‘Sporting Schools’ initiative, which saw the 
Australian Government partner with more than 30 National Sporting Organisations and grant 
$100 million to schools to help them increase children’s participation in sport (Australian 
Sports Commission, 2015). This well-funded initiative has the potential to increase the role 
of sporting associations in HPE and ‘in some if not many schools such projects have become 
an alternative to or replacement for HPE’ (Pope, 2014, p.507). These two recent 
developments mean that teachers are in a position where they are being required to learn 
and teach a new curriculum and they are also now negotiating with a plethora of sporting 
organisations that are seeking access to their students. 
 It is important to note that, within Australia, HPE is a mandatory learning area for 
students aged 5-16 in the compulsory years of schooling, that is, Foundation to Year 10. 
The new AC:HPE has been heralded as an exciting development for the HPE community 
(Brown & Penney, 2013). Through ‘an experiential curriculum that is contemporary, relevant, 
challenging, enjoyable and physically active’, students are taught ‘how to enhance their own 
and others’ health, safety, wellbeing and physical activity participation in varied and 
changing contexts’ (Australian Curriculum, Assessment and Reporting Authority [ACARA], 
2015). The breadth and scope of learning that occurs within the subject is organised into 
two content strands (i.e. ‘Personal, Social and Community Health’ and ‘Movement and 
Physical Activity’) with each containing three sub-strands and a selection of focus areas. 
These focus areas have then been mapped to content descriptions, all assigned their own 
‘code’, which ‘set out the knowledge, understanding and skills that teachers are expected to 
teach and students are expected to learn’. This structure has the intention of ensuring 
sequential learning, with concepts and skills being ‘revisited, strengthened and extended at 
later year levels as needed’ (ACARA, 2015). 
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 It is the five interrelated propositions, or key ideas, underpinning the AC:HPE that 
clearly distinguishes it as a futures-orientated curriculum1 (Macdonald, 2013). The first 
proposition outlines that the ‘prime responsibility’ and ‘priority’ of the curriculum is to ‘provide 
ongoing, developmentally appropriate and explicit learning about health and movement’. By 
focusing on educative purposes, the subject emphasises a valuing of movement in that ‘the 
knowledge, understanding, skills and dispositions students develop through movement in 
Health and Physical Education encourage ongoing participation across their lifespan…’ It 
concurrently offers a context in which students’ can develop their health literacy, that is, their 
‘ability to gain access to, understand and use health information and services’. To achieve 
these outcomes, the curriculum is informed by a strengths-based approach which, ‘rather 
than focusing on potential health risks or a deficit-based model of health’, works to support 
‘students to develop the knowledge, understanding and skills they require to make healthy, 
safe and active choices’. As a result of structuring the curriculum in such a way, the AC:HPE 
‘engages students in critical inquiry processes that assist students in researching, analysing, 
applying and appraising knowledge in health and movement fields’ (ACARA, 2015). Overall, 
these interrelated AC:HPE propositions are integral to the subject achieving its overall 
aspirations and intentions. 
 While it was beyond ACARA’s curriculum remit to prescribe or advise on pedagogy, 
it can easily be argued that the propositions underpinning the AC:HPE have specific 
pedagogical implications. The final proposition, for example, advocates ‘including a critical 
inquiry approach’. Macdonald (2013, p.102), when commenting on this proposition, asserted 
that it ‘suggests content and pedagogies that engage all students as active learners…’ 
Irrespective of whether exact pedagogical approaches are prescribed or recommended, 
curriculum is always locally interpreted (Ball, 1994; Connelly, He, & Phillion, 2008), and thus 
different individuals may employ very different pedagogical practices to enact the same 
curriculum in different contexts. The local interpretation of the discourses within curriculum 
documents, as well as the connections between curriculum and pedagogy, can be further 
and more deeply understood when certain sociological and linguistic doors are opened. 
 
Opening a sociological door: The theoretical context 
It has been acknowledged that ‘the complex interrelations between discourse and society 
cannot be analysed unless linguistic and sociological approaches are combined’ (Weiss & 
Wodak, 2003, p.7). For us, discourse is understood as ‘a particular way of representing some 
part of the (physical, social, psychological) world’ (Fairclough, 2003, p.17). In order to ‘open 
up a sociological theorisation of discourse’, this paper employs ‘more middle-range and local 
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social theory’ (Fairclough, 2000, p.165). More specifically, Bernstein’s theory of pedagogic 
device is recruited to offer a ‘theory of relationship among the various levels of discourse 
under study’ (Rogers, 2011, p.156). While it is difficult to separate the sociological and 
methodological tools utilised in this study, here we provide a rationale and context for our 
engagement with Bernstein’s socio-analytical tools as our local social theory, before 
exploring CDA as a method in the next section. 
 Bernstein (1990) proposed the theory of pedagogic device as a means of describing 
the ordering and disordering principles of the translation of knowledge into pedagogic 
communication. This ‘pedagogising of knowledge’, Bernstein (1990) explained, is regulated 
by the three hierarchically related internal rules of the pedagogic device: distributive, 
recontextualising, and evaluative. These rules underlie the three fields of the device, 
specifically, the field of production, recontextualisation, and reproduction (Bernstein, 1990). 
Here, Bernstein’s theorisations about the pedagogic device are applied to analyse how 
Tennis Australia produce and recontextualise knowledge in order to develop their TSS 
Program and then reproduce this knowledge in schools. This involved firstly examining what 
non-pedagogical knowledge is developed by Tennis Australia in the field of production of 
discourse (Bernstein, 2000) and considering the distribution of particular forms of knowledge 
to Tennis Australia as regulated by the distributive rules (Bernstein, 1990). Any specialised 
discourses developed in the field of production of discourses needs to be formed and 
translated into specific pedagogic discourse by being delocated, relocated, and refocused 
(Bernstein, 1996), a process controlled by the recontextualising rules. While HPE scholars 
have examined recontextualising processes in different contexts (e.g. Penney, Petrie, & 
Fellows, 2015; Whatman & Singh, 2015; McCuaig & Hay, 2014; Evans & Penney, 2008; 
MacPhail, 2007; Kirk, Macdonald, & Tinning, 1997), this paper explores new territory by 
focusing on how Tennis Australia refocuses their domain-specific knowledge in relation to 
the AC:HPE. The final transformation of Tennis Australia’s pedagogic discourse occurs 
during pedagogic practice in schools in the field of reproduction, as constituted by the 
evaluative rules which provide the criteria to be transmitted and acquired (Bernstein, 2000). 
Important within the field of reproduction in relation to transmission and acquisition is making 
explicit the ways in which knowledge is relayed. This can be achieved through an 
understanding of Bernstein’s (1974, p.203) three interrelated message systems of 
curriculum, pedagogy, and assessment, defined respectively as ‘what counts as valid 
knowledge…as a valid transmission of knowledge, and…as a valid realisation of this 
knowledge on the part of the taught’. 
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 Overall, Bernstein’s theory of the pedagogic device and the three message systems 
has offered a framework that enables us to trace discourse as it moves through various 
fields, complementing our CDA. Additionally, exploring and understanding how Tennis 
Australia operated in the production, recontextualising, and reproduction fields is important 
as it shapes the curriculum, pedagogy, and assessment in HPE. 
 
Methodology 
Case study program selection 
Tennis Australia’s TSS Program was selected as a specific case study2 through the process 
of conducting network ethnography (Sperka & Enright, 2017). This methodological approach 
included completing a web-audit of the agents within the investigated field, which, in this 
case, were all the external providers that were advertised as contributing to the delivery of 
the HPE curriculum in Australian school settings. The decision to engage seriously with this 
methodology, and more specifically, with the Internet as a research medium was because it 
was found that this is a space that external agencies utilise for advertising and 
communicating with schools (Sperka & Enright, 2017). The initial scoping from this process 
included 50 external agencies, with 17 fulfilling the selected criteria of: 
 
1. Utilising educational language, such as curriculum, pedagogy, or assessment, within 
their product or services descriptions or marketing;  
2. Providing services or delivering materials to a significant number of schools (over 20 
schools);  
3. And a rationale for their provision of services that included their contribution to the 
subject of HPE.  
 
Tennis Australia’s TSS Program was then carefully chosen, and its inclusion as a case study 
was attributable to: the target audience of secondary schools; strong marketing around its 
alignment with the AC:HPE; and its flexible delivery format that involves providing coaches 
or training teachers to implement the program in schools. Tennis Australia’s program 
consists of two components: Playing The Game, which focuses on engaging students in 
modified environments whilst providing a platform to build tennis skills and develop 
confidence; and Cardio Tennis, a fitness program that centres on increasing student 
awareness and understanding of their health and physical activity, again, in a modified 
environment. 
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Data sources 
Any available online and physical resources produced by this company were collected. 
These included information from their website, a promotional flyer, product materials (i.e. a 
workshop booklet and program guide), and teacher resources (i.e. activity lesson cards and 
a ‘success criteria rubric’) (see Appendix 3). These specific data sources were considered 
meaningful as they were created or ‘written with particular readerships in mind, and are 
oriented to (and anticipate) particular sorts of reception and responses’ (Bakhtin, 1986 cited 
in Fairclough, 2001, p.240). 
Additionally, data were generated through a semi-structured group interview with 
three key figures within Tennis Australia who worked in departments focused on Schools, 
Program Development, and Coach Education. The recruitment of these individuals provided 
a range of viewpoints within this stakeholder group as each had varying levels of knowledge 
to offer about the organisation with regards to its vision and values, product development, 
and engagement with schools. Developing an understanding of an organisation through its 
employees is a notion supported by Thomas and Znaniecki (cited in Chase, 2008, p.60), 
who asserted that: 
 
A social institution can be fully understood only if we do not limit ourselves to 
the abstract study of its formal organisation, but analyse the way in which it 
appears in the personal experiences of various members of the group… 
 
Through the interview the emic, or insider perspective, was accessed and examined, 
allowing participants’ unique experiences and knowledge to be understood (Ennis & Chen, 
2012). The schedule which guided this interview featured open-ended and theoretically 
driven questions (Galletta, 2013; Ennis & Chen, 2012) addressing the perceived motivations 
and values of the organisation; the products and services they were offering to deliver to 
schools and students; their connection to, and engagement with, the HPE curriculum; their 
marketing and communication procedures with schools; and the research grounding, and 
evaluation of, their products (see Appendix 4). 
 
Analytical framework 
Together, these texts, considered to be made up of numerous discourses, were subjected 
to a CDA. Given our understanding of discourse as a particular way of representing some 
part of the world (Fairclough, 2003), it is not surprising that we expected different actors 
would represent practices in different ways, or as different discourses, depending on their 
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positioning within the practice (Fairclough, 2001; 2003). Our employment of Bernstein’s 
theorisations allowed us to arrive at generative and compelling explanations of the nature of 
Tennis Australia’s representation of, for example, the AC:HPE, and the relationships 
between this representation and the TSS Program purpose. That is, engaging in a CDA 
process complemented by Bernsteinian theory required us to adopt a critical stance towards 
the knowledge (Fairclough, 1995) being produced, recontextualised, and reproduced 
(Bernstein, 1990) by Tennis Australia and to recognise how identified discourses were about 
the power and influence of certain stakeholders, imperatives, and agendas. This bringing of 
Bernstein’s and Fairclough’s theories into dialogue is reflective of the interdisciplinary nature 
of discourse analysis (Hall & Chambers, 2012, p.297) and makes our CDA ‘a shifting 
synthesis of other theories, though what it itself theorises in particular is the mediation 
between social and the linguistic…’ (Chouliaraki & Fairclough, 1999, p.16). We found 
Fairclough’s (2001) five stage analytical framework (modelled on Bhaskar’s idea of 
‘explanatory critique’ 1986) especially useful as we engaged in analytical decision-making. 
Guided by Rossi and colleagues (2009), this framework was adapted to suit the purposes of 
our study, as detailed in Table 4.1. 
 
Table 4.1. Adapted CDA analytical framework (after Fairclough 2001, p.236) 
 
 
 
 
 
 
 
 
 
 
The initial perceived discourse-related problem identified was the social practice of the 
outsourcing of HPE. Under examination was how Tennis Australia, as social actors within 
this practice, might ‘produce’ and ‘recontextualise…, that is…incorporate into their own 
practice...’ the representations of the practices (Fairclough, 2001, p.234) within the three 
fields of the pedagogic device (Bernstein, 1990). 
After this initial identification of focus stage, we then progressed to identify the 
obstacles to the social problem being tackled (Fairclough, 2001). At this point it was 
necessary to establish the network of practices the problem was located within to offer 
relevant ‘context’ for the critical analysis of these texts and understand how the problem had 
arisen (Fairclough, 2001). In this case, we located the problem in the networks which 
Stage 
1. Focus upon a social problem that 
has a semiotic aspect 
2. Identify obstacles to the social 
problem being tackled 
4. Identify possibly ways past the 
obstacles 
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constitute the external provider marketplace in Australia (Sperka & Enright, 2017), the 
Australian HPE context, and the three fields of the pedagogic device (Bernstein, 1990) as 
each network has the potential to shape the discourse of Tennis Australia. Identifying 
obstacles also involved looking at the discourse itself through an interactional analysis 
focusing on linguistics; a process that is a crucial part of any CDA and one that distinguishes 
CDA from other forms of social analysis (Fairclough, 2001). Linguistic analysis can involve 
working on the language of texts at various levels and, in our case, focused on exploring 
Tennis Australia’s employment of educational language relating to curriculum, pedagogy, 
and assessment (Bernstein, 1974) across their products, resources, and within their 
discussions of their work. This meant examining their choice of vocabulary as well as the 
grammar and semantics of clauses, including the use of transitive or intransitive verbs, 
voice, mood, and modality. 
The final stage of the CDA then shifted to a dialectical logic in that it focused on the 
gaps, contradictions, incompletions, and paradoxes that exist within the texts (Fairclough, 
2001). These were identified by comparing the discourses within and across the texts and 
examining consistency. Through this process, it was possible to ‘discern hitherto unrealised 
potentials for change within the way things are’ (Fairclough, 2001, p.239). 
Through this CDA, and informed by our recruitment of Bernstein’s theorisations, three 
themes were constructed from the data: ‘Selling curriculum ‘alignment’’; ‘Pedagogical 
philosophies and assessment tools’; and ‘Competing interpretations’. 
 
Findings  
Selling curriculum ‘alignment’ 
The key marketing strategy for Tennis Australia’s TSS Program is its connection to the 
AC:HPE. This is made explicit through sections within their resources dedicated to directly 
articulating these connections, and through their employment of key words and statements 
from the AC:HPE both within these documents and during discussions about their program. 
 Tennis Australia positions and represents their products as ‘supporting schools that 
require a program to meet the guidelines of the Australian Curriculum: Health and Physical 
Education’ (program guide). They work to demonstrate the credibility of these claims through 
providing background to how their program was developed. One of the ways in which they 
validate the production process of the TSS Program is through their inclusion of a ‘Statement 
of support from the Australian Council for Health and Physical Education and Recreation 
(ACHPER)’. This section in their program guide allows Tennis Australia to openly publicise 
their partnership with ‘the leading professional association representing teachers and other 
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professionals working in the fields of health and physical education’ (ACHPER, 2016). 
Tennis Australia initiated the collaboration with this association, with ACHPER 
representatives participating in an advisory reference group in which they offered ‘specific 
curriculum advice for Tennis Australia and school advocacy around this partnership for 
teachers’ (ACHPER, 2014). Marketing this connection reflects positively on Tennis Australia 
as it suggests they engage with relevant and respected organisations within the HPE field. 
Also featured in this section are statements about how the ‘resource is aligned with the 
Australian Curriculum: Health and Physical Education documentation.’ Throughout all of their 
product materials and teacher resources, ‘aligned’, and words such as ‘integrate’ or ‘link’, 
are utilised frequently. Within their interview all three employees also discuss the importance 
of curriculum in their program design: 
 
We’re still waiting for national curriculum obviously to be signed off, so we want 
to make sure that whatever we write is aligned to that because that has its sole 
purpose (Schools employee). 
 
But for us it’s also about integrating into the curriculum… (Coach Education 
employee). 
 
Whereas the other sports are probably fly in, fly out sorts of sports… we’re 
trying to link it in with the curriculum so that it’s sustainable long term (Program 
Development employee). 
 
When examining the manifest content of their documents, that is, the surface and literal 
meaning, their connection to the AC:HPE appears valid; their workshop booklet and program 
guide both include a section titled ‘Aligned to the Australian Curriculum: Health and Physical 
Education’, their program guide contains a ‘Curriculum Table’ as an appendix, and their 
activity lesson cards are structured to include a ‘Learning Intention’ (i.e. a curriculum content 
descriptor). These latter two features both explicitly detail how each lesson maps onto the 
curriculum content. 
Completing an interactional analysis revealed various inconsistences and 
contradictions in these AC:HPE alignment claims. Firstly, although both the product 
materials alluded to the program being devised specifically for this secondary school 
curriculum context, the interview with employees revealed that the Cardio Tennis component 
was ‘actually an adult program initially…so it was rolled out in clubs to adults and then 
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obviously we’ve transferred that down to younger children as well’ (Coach Education 
employee). ‘Transferred’, it might be argued, is a somewhat weaker framing than ‘aligned’, 
‘integrated’ or ‘linked’. This finding about the program being adapted rather than newly 
created is not to say that a significant amount of curriculum work did not take place. Further 
into the interview, the same employee discussed Tennis Australia’s process of ‘getting 
intimate with the curriculum’ by ‘looking at the learning intentions and breaking the 
curriculum down…’ in order to see how they could ‘tie it in’ and ‘match it’ (Coach Education 
employee) to their programs. Instead, we share this inconsistency to highlight how some 
stories and rationalisations might be less marketable than others. The language of 
‘transferring’, ‘tying in’, and ‘matching’ is weaker and less reassuring than language that 
suggests that the program was explicitly designed to map onto the curriculum. 
Secondly, the section titled ‘Aligned to the Australian Curriculum: Health and Physical 
Education’ in the TSS Program guide states that they ‘contribute to learning within the… 
Personal, Social and Community Health Strand’ in the AC:HPE. Whilst this is indeed the 
case, an examination of their lesson activity cards revealed that of the 20 lessons provided, 
only three of these had any connection to this strand. Additionally, while completely 
fundamental to the AC:HPE, at no time in any of their documents does Tennis Australia 
directly refer to, or indicate their connection to, the crucial underpinning propositions. 
Overall, these examples demonstrate that even though the external providers 
advertise and speak of their program as aligning to the curriculum, there are tensions 
especially when the propositions of the AC:HPE are considered. It should be acknowledged, 
however, that the organisation is aware that the task of interpreting and aligning with the 
curriculum is a work in progress: 
 
…We continue to learn about this…we’re kind of at the same level in terms of 
interpreting it because a lot of the teachers and educators are learning to see 
what all these things mean. I think we’re pretty close to it, but again it’s a 
learning process for us. We’re still trying to interpret it as well and I’m assuming 
that we will continue to do so, yeah (Coach Education employee). 
 
The dominance of curriculum alignment within Tennis Australia’s TSS Program marketing 
could potentially represent an attempt to distinguish themselves from their competitors to 
capture audience interest. This is exemplified in an interaction between two of the 
employees, in which the Program Development employee asks ‘So would you say that we’re 
probably ahead of the game in terms of trying to link the sport with the curriculum?...’ and 
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receives a ‘Yeah’ in response from the Schools employee. While the analysis suggests that 
efforts have indeed been made to align the TSS Program to the AC:HPE, and as such the 
TSS Program might indeed be ‘ahead of the game’, any claims around curriculum alignment 
at this time would need to be moderated. 
 
Pedagogical philosophies and assessment tools 
Although curriculum alignment appears to be the driving focus of the marketing of Tennis 
Australia’s TSS Program, the ways in which their pedagogical philosophies and assessment 
tools were represented in the TSS materials and spoken about in the interview, at times 
undermined claims about the centrality of AC:HPE alignment. For example, the TSS 
Program guide informs the reader that ‘at the core of the Tennis in Secondary Schools 
program is an innovative and practical game centred approach and encourages learning 
within the context of the game or modiﬁed versions of the game’ (emphasis added).  
Attempts are made, however, to demonstrate the compatibility of their selected 
pedagogical approach with the curriculum through the inclusion of language from the 
AC:HPE when discussing in their program guide what their pedagogy can facilitate: 
 
…Tennis Australia have embraced current pedagogy and constructed these 
resources around a Games Sense model and playing with purpose approach. 
This methodology enables educators to deliver critical and creative thinking, 
personal and social capabilities and other general capabilities within the 
HPE curriculum time (emphasis added). 
 
When questioned further on their pedagogical philosophies during the interview process, the 
Coach Education employee also spoke of how ‘it’s not just purely the skill acquisition, but 
obviously it appeals to the pedagogy of guided discovery and critical thinking and enquiry et 
cetera.’ Linguistically, the first quote makes a stronger argument than the second. The 
clause ‘enables educators to…’ features a transitive verb, mentions a specific human 
subject, and has a relatively declarative mood compared to the latter phrase. Both 
statements, however, place the responsibility of these pedagogical approaches achieving 
curriculum alignment on to the individual implementing the program, although in divergent 
ways. 
This positioning of responsibility assumes that the deliverer of the program, be it a 
coach or a teacher, possesses a solid comprehension of both curriculum and pedagogy. 
While the Tennis Australia employees articulated a ‘preference...for the [HPE] teacher to be 
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able to do it [deliver the program] themselves…’ (Program Development employee) there 
are ‘multiple approaches’ (Schools employee) to provision available. This includes the option 
for external coaches to implement the program in schools instead of the HPE teacher. 
According to the Program Development employee, there are: 
 
3000 coaches across the country and we’ve probably got about maybe 700 of 
them can deliver cardio, so there is a lot of staff I suppose that don’t work 
directly for our organisation, but they certainly work for themselves, their clubs, 
who can go into the schools and deliver cardio to schools. 
 
These external coaches may not necessarily have the curriculum and pedagogical 
knowledge required to effectively deliver the program. The Coach Education employee has 
recognised this issue, while simultaneously highlighting a weakness in their pedagogy 
translation between coaching and teaching contexts through the use of ‘slightly’: 
 
…We’re certainly aware that the context – I think from a practical perspective 
- the context and the instruction and the instructional practices are quite 
different for teachers and coaches. One of our challenges going forward is 
providing PD for coaches when they have these partnerships and links with 
teachers, that they’re not going in misinformed… Our pedagogy does change 
slightly from coaching tennis to teaching tennis in a school… 
 
Possibly most convincingly exemplifying the struggle between pedagogical approach and 
curriculum alignment is the ‘Focus Questions’ and ‘Teaching Points’ sections on their activity 
lesson cards. The former includes questions which consistently relate to the selected 
curriculum focused ‘Learning Intention’ for the lesson. This section was ‘designed to guide 
student’s game appreciation and understanding’, justifying that ‘this indirect teaching style 
encourages students to learn how to search and select information from the game 
environment and to solve problems and explore solutions to various movement challenges.’ 
Issues arise when considering how this is compatible with the information provided in the 
‘Teaching Points’ section on the ‘technical or tactical skills that can be focused on during the 
lesson.’ For example, the fifth lesson of the Cardio Tennis component for Year 9 and 10 
students is one of only three that connects to the Personal, Social and Community Health 
Strand (refer to Figure 3.1). Despite this focus, the ‘Teaching Points’ still only relate to the 
physical performance of the students. These pedagogy related findings accentuate a notion 
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that through teaching ‘technical and tactical skills’, broader understandings of movement 
and health would be inherently learnt by students. 
 
 
Figure 3.1. Lesson five of the Cardio Tennis component for Year 9 and 10 students. 
 
This becomes particularly problematic when considering the ‘success criteria’ found on each 
activity lesson card and their overall ‘success criteria rubric’ document. The assessment 
criteria are said to ‘directly relate to the learning intention’ and admittedly do consistently 
employ language from the AC:HPE. The rubric document even contains direct information 
about achievement standards from the AC:HPE. When explaining the ‘success criteria 
rubric’ the Coach Education employee outlined that ‘certainly there are aspects of skill 
acquisition and then in terms of learning intentions across social, emotional, all those types 
of aspects.’ This assertion was supported by the rubric document which contained language 
from each of the strands of the AC:HPE. Given the aforementioned gap between ‘Learning 
Intentions’ and ‘Teaching Points’, however, and considering the interrelation between 
curriculum, pedagogy, and assessment (Bernstein 1974), it is somewhat questionable to 
assess the students on what they may not have been explicitly taught. 
 
Competing interpretations 
The competing information on curriculum alignment, pedagogical philosophies, and 
assessment tools demonstrates only the beginning of a conflict between the marketed and 
articulated program intentions. Within the interview, it became obvious that there were 
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multiple interpretations of what the purpose of the program was, and these interpretations 
were rarely educative in nature.  
Tennis Australia speaks highly of the development and evaluation processes for this 
program, asserting in the interview that: 
 
There’s always been an extensive consultation process with schools and 
teachers to make sure that it’s what they want, it fits. We’ve been very mindful 
about…just putting something out and not having trialled and tested it first, so 
that’s always been a trial period… (Schools employee).  
 
The ‘reference group that was set up which utilised teachers from schools’ (Schools 
employee) was described as being used for ‘…practicality purposes; testing to make sure 
the activities were right for the audience.’ In both these instances, the focus of the 
development of the program has moved away from curriculum alignment and ‘core’ 
pedagogical philosophies towards whether it ‘fits’ and is appropriate for the audience.  
Further complicating this was the interviewees’ emphasis on how their program 
makes tennis more accessible through their modifications, while impacting the health of 
students. A key example of this was during the interview, when the Coach Education 
employee was speaking about the Cardio Tennis component and how ‘it’s pretty much a 
fitness based activity but with tennis being the vehicle.’ This assertion was contradicted by 
the same individual as the interview progressed when they explained that: 
 
A lot of us with teaching backgrounds had a real passion for not just presenting 
tennis for tennis sake and cardio. But actually to make it a worthwhile initiative 
within the curriculum, I think…tennis can be interpreted in a number of different 
ways as a physical activity within that health area as well I think. 
 
The initial comment presented by the Coach Education employee is a representation of a 
program interpretation that is not primarily educative in nature as it suggests that the focus 
of the TSS Program is on fitness rather than it being an educative initiative. 
Although it is possible that the pedagogical practices within the program facilitate the 
delivery of curriculum components, make tennis more accessible, positively impact the 
health of students, and are considered appropriate by teachers, it is at best optimistic and 
at worst naïve to imagine that all these intentions can be achieved at once. What we 
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revealed through our CDA process is that competition and tension characterised the 
relationship between these multiple, and not always complementary, goals. 
 
Discussion 
Producing representations and recontextualising practices 
If HPE professionals continue to welcome external agencies into HPE, it is necessary to 
develop our understanding of how, and if, their products and services appropriately and 
meaningfully articulate with the subject. 
Completing a CDA of Tennis Australia’s TSS Program revealed that this external 
agency is working to develop a product that aligns with the AC:HPE. This effort to meet 
curriculum requirements reflects a consideration by external agencies of what counts as a 
‘worthwhile’ educational experience; a consideration that was noted as absent in previous 
work in the area (Williams & Macdonald, 2015). Such attention to curriculum alignment 
would be lauded by many commentators who believe, for example, that all external agencies 
should now be compelled to demonstrate that their instruction is based on the curriculum of 
the subject they are working within (Webster, 2001). 
For multiple reasons Tennis Australia designed a program that required them to 
produce representations and recontextualise practices (Fairclough, 2001) from the 
educational domain. As social actors in the curriculum space, they utilised the forms of 
knowledge distributed to them (Bernstein, 1990), and their independent resources and 
research to produce domain-specific knowledge. Working in partnership with professional 
organisations such as ACHPER, Tennis Australia then delocated, relocated and refocused 
(Bernstein, 1996) this new knowledge into pedagogic communication, a recontextualisation 
process that resulted in the formation of their TSS curricula. This is then communicated and 
reproduced in secondary institutions. However, there are many complexities surrounding 
the process of converting domain-specific knowledge into school knowledge (McCuaig & 
Hay, 2014) and it is perhaps not surprising that several gaps and contradictions were 
revealed through the CDA of Tennis Australia’s TSS materials. Of particular significance 
was the absence of AC:HPE propositions and the disconnection between the three message 
systems of curriculum, pedagogy, and assessment. These inconsistencies raise a need for 
what Fairclough (1999) calls critical language awareness and critical discourse awareness. 
He argues that: 
 
The resources for learning and for working in a knowledge-based economy 
include a critical awareness of discourse – an awareness…that different 
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discourses are associated with different perspectives on the domain 
concerned with different interests... (Fairclough, 2006, p.149). 
 
Although external agencies might articulate discourses that reflect those found in the 
educational domain, it is essential to understand that there might be different perspectives 
and interests at play. Most inter-organisational arrangements, in this case the partnership 
between schools and external providers, ‘multiply the interests and agendas in play as well 
as the possibility that these interests and agendas will come into conflict’ (Kirk, 2002). To 
mediate any potential tensions it may be that we need teachers to be both ‘knowledge-
brokers’ (Macdonald, 2015) and boundary spanners (Williams, 2002). 
 
Knowledge brokering and boundary spanning 
Firstly, the idea of teacher as knowledge-broker ‘involves the HPE teacher making ongoing 
judgements about the cost/benefits of the products, resources and services with respect to 
their programme’s goals’, and ‘brokering engagement with the vast, ever-changing sources 
of knowledge…’ (Macdonald, 2015, p.8). This notion of ‘teacher-as-knowledge-broker’ in the 
identification, evaluation, purchasing, and use of products and services assumes the 
judgement of the teacher and their ability to make informed and ongoing choices about what 
products and pedagogies best align with the educative intent of their units. 
Once engagement with a selected external agency has commenced, and in order to 
achieve sustainable and productive partnerships, the teachers’ role now becomes one that 
is more akin to a ‘boundary spanner’. A boundary spanner is someone who has the 
knowledge and competencies necessary to create and sustain networks. One element of a 
boundary spanners’ role is to be a reticulist, that is, an individual who is ‘especially sensitive 
to and skilled in bridging interests, professions and organisations’ (Webb, 1991, p.231). 
Whilst this role does necessitate continuous critical evaluation of external agencies’ 
products, differentiating this role from that of ‘knowledge-broker’ is that the teacher as 
boundary spanner privileges the teacher’s capacity to be ‘a bridge, a conduit, a filter and a 
gatekeeper’ (Williams, 2012, p.39). What this translates to in practice is an ability to 
contextualise and adjust external agencies’ programs, which have been criticised as ‘pre-
planned’ and ‘pre-packaged’ or ‘“one-size-fits-all”’ (Powell, 2015, p.84), to meet the needs 
of the students and adhere more cohesively with curricula, in this case the AC:HPE. These 
two roles, of knowledge-broker and boundary spanner, both recognise that teachers are 
often the most informed about their school contexts and how to best support their students’ 
learning needs. 
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We suggest that teachers need to be supported in developing their knowledge of the 
new AC:HPE, the pedagogies that might best support its intentions, and also the brokering 
and boundary spanning skills we have referred to here. This will require a very different kind 
of professional development (PD) to that which has been offered heretofore; forms of PD 
that recognise and support the development of teachers’ critical analysis skills. A critical 
analysis process, not too dissimilar to the one undertaken for this paper, would seem to us 
to constitute an important aspect of the proposed knowledge-brokering and boundary 
spanning PD of the HPE teacher. While some teachers might not wish to engage with CDA 
or with Bernstein through PD, their critical analysis skills could be honed through critical 
engagement with cases such as the TSS case described in this paper. This responsibility of 
brokering and boundary spanning is not limited to just the HPE professionals who are 
involved in the process of bridging knowledge, but also to the external agencies themselves. 
That is to say, that all stakeholders involved in the outsourcing partnership need to have a 
solid understanding of the context in which they are working and, crucially, that involves 
understanding the formal curriculum. 
On that note, these findings also, to some degree, bring into question the accessibility 
of the AC:HPE. Tennis Australia’s Coach Education employee alluded to both external 
providers’ and teachers’ struggles to comprehend and implement the five propositions in 
particular. Unpacking these propositions has also become a topic of interest for academics 
in this field, with a number of papers investigating and critiquing the role of the propositions 
in the subject (e.g. Alfrey & Brown, 2013; Brown, 2013; Dinan-Thompson, 2013; Leahy, 
O’Flynn, & Wright, 2013; McCuaig, Quennerstedt, & Macdonald, 2013). This difficulty in 
interacting with the curriculum has been raised since the initial public release of ACARA’s 
draft Shape Paper of the AC:HPE, a document that was intended to guide the writing of the 
AC:HPE itself. Feedback on this document suggested ‘a widely held perspective… that the 
curriculum arising from such a Shape Paper was going to be challenging’ (Macdonald, 2013, 
p.103). It could be said that these troubles are indicative of ‘effort… being afforded [to] the 
shaping and writing stages of the curriculum change process, however not towards the 
implementation and evaluation stages’ (Lynch, 2014, p.516). With teachers working as both 
knowledge-brokers and boundary spanners in the increasingly complex HPE network, better 
connection with, and more educative translations of, the AC:HPE might become a more 
likely outcome. 
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Conclusion 
Overall, the CDA presented in this paper highlighted that Tennis Australia, one of the many 
HPE external agencies operating in Australia, are investing in understanding the curricular 
requirements of the subject of HPE. Consequently, they are developing more sophisticated 
products. Significantly, however, there were several tensions and gaps in Tennis Australia’s 
interpretations and understandings of the AC:HPE and their approaches to pedagogy within 
the subject. That is not to say that outsourced resources and services are not valuable. 
Indeed, we, like others, believe they can ‘enrich the students’ experiences’ and ‘to not 
engage with resources and services beyond the school, particularly given the richness of 
web-based resources and the personalised learning opportunities that they offer’ 
(Macdonald, 2014, p.496) might be to the detriment of student learning. Rather, our findings 
suggest that, with the metaphorical door to HPE open, it is imperative that more empirical 
work is undertaken into how HPE curriculum, pedagogy, and assessment are being shaped 
by the interests, agendas, and knowledge of external providers, and how teachers can be 
best positioned to broker, bridge, and translate knowledge in ways that ensure HPE remains 
an educative experience.  
 
Note 
1. The AC:HPE is referred to as ‘futures-orientated’ as it ‘espouses…a framework to 
prepare young people for a participation in the twenty-first century’ (Hickey, Kirk, 
Macdonald & Penney, 2014, p.186). The Lead Writer, Doune Macdonald, explained that 
while writing the AC:HPE they needed ‘to envisage what we think young people will 
need for their physical and health futures’ (Hickey et al., 2014, p.186) as ‘a child enrolling 
in the Foundation, or equivalent year, in 2014 will complete their schooling in 2026’ 
(Macdonald, 2013, p.97). 
2. For the purposes of this project, a case study is considered to be ‘not a methodological 
choice but a choice of what is to be studied’ (Stake, 2005, p.443). The unit of analysis, 
or case, selected to be investigated within this project is the program itself. It should also 
be acknowledged here that all research conducted on this case study had received 
ethical approval from the University Research Ethics Committee (see Appendix 1).  
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Abstract 
The enactment of neoliberal ideologies in education, in particular the extension of free-
market logics, has the potential to reposition students and affect if and how their voices are 
elicited and responded to. There is, however, a dearth of research that seeks to understand 
how students are experiencing neoliberal assaults on their education. Given the various and 
far-reaching effects of neoliberalisation on education, one specific neoliberal practice, 
namely the outsourcing of curriculum work to external providers, was selected to be explored 
within a singular curricular subject. This paper presents a modest analysis and theorisation 
of secondary school students’ positioning in, and perspectives of, outsourced health and 
physical education (HPE). We recruit Bernstein’s sociology of pedagogic voice to assist in 
our exploration of students’ perspectives on this topic. Data were generated at an 
independent, co-educational secondary school in Australia through focus groups with 25 
Year 8 students, interviews with school staff, and observations of externally provided 
lessons. Our analysis revealed significant pedagogical and ethical issues relating to 
teaching and learning in their externally provided HPE classes. We argue that more 
empirical research and better theorisation around students’ experiences in, and opinions of, 
neo-HPE is necessary in order to protect the educative and socially just intent of the subject. 
 
Keywords 
Outsourcing, external providers, student voice, Bernstein, sociology of pedagogic voice 
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Introduction 
‘And if you can’t hear us, we’ll shout a little louder!’ Passionately chanted by students in 
numerous countries at school sporting events to evoke team spirit, the terms of engagement 
expressed through the lyrics of the song ‘Everywhere We Go’ resonate beyond the field or 
sporting arena in which they are typically heard. Students’ rights to be heard is a proposal 
well supported in legislation (i.e. the 1989 United Nations Convention on the Rights of the 
Child). Moreover, the sociological and educational literatures, in particular, are replete with 
clarion calls for greater acknowledgement and engagement with the voices of students. 
Indeed, the term ‘student voice’ has been in vogue in education for well over a decade 
(Bragg, 2007; Fielding, 2001) and the democratic impulse for much longer (e.g. Dewey, 
1916). 
Student voice has been conceptualised as students’ actively engaging in, and 
meaningfully contributing to, their own learning and education experiences through 
processes such as shared decision-making and collaboration that open up a dialogue about 
their distinct perspectives (Mitra & Gross, 2009; Mockler & Groundwater-Smith, 2015). 
Scholars advocating for increased student participation have developed a range of practices 
to recognise, listen, and respond to student voice and produced theoretical work that seeks 
to ensure these initiatives ‘resist the constant pull of either “fadism” or manipulative 
incorporation’ and ‘support more democratic and transformative intentions’ (Fielding, 2004, 
p.296). This has been achieved by critiquing all aspects of the ‘voice’ process; from who is 
allowed to speak (Fielding, 2001) and what types of talk are elicited and recognised as 
legitimate (Arnot & Reay, 2007), to engaging ‘with the shifting power relations that have 
accorded students their new authority to speak’ (Bragg, 2007 p.344). 
Understanding and theorising student voice is especially important given the 
complexity of voice in neoliberal times. Couldry (2010), for example, contends that neoliberal 
forms of governance deny the ‘unquestionable value’ and ‘insist instead on the primacy of 
market functioning’ (p.vi). As a ‘framework of political, social, and economic governance’ 
(Chopra, 2003, p.422) neoliberalism reshapes the relations between the government and 
the private sector as, through processes of privatisation and outsourcing, the former 
transfers their areas of public service, including education, to the latter (Ball, 2012). 
Underpinning neoliberal reform is the fundamental belief that establishing a marketplace of 
service providers will improve efficiency (Macdonald, 2011) through increased ‘choice’ 
(Davies & Bansel, 2007). Being afforded the opportunity to choose preferred providers would 
suggest that, in some capacity, voice does matter in neoliberal times. Crucially, however, 
only the voices of those in positions to make such decisions come to have value and, in 
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schools, as decision making becomes increasingly centralised (Lubienski, 2009), this 
typically is school leaders and administrators rather than students. Moreover, although the 
inclusion of the private sector in education may offer more choices, critics have indicated 
that corporate involvement redefines education and repositions students in the educative 
process (Powell & Gard, 2015, p.856), and might mean that students become even further 
removed from decision-making (Bragg, 2007). 
The impact of neoliberal, and indeed neoconservative, reforms on education and their 
effects on student voice is, therefore, an area that warrants further empirical inquiry. Given 
the various and far-reaching impacts that neoliberalism has on education, one specific 
neoliberal practice was selected to be explored within a singular curricular subject. The 
purpose of this paper, then, is to present a modest analysis and theorisation of secondary 
school students’ positioning in, and perspectives of, outsourced health and physical 
education (HPE). Before turning our attention to outsourcing specifically and the justification 
for using the case of HPE, it is necessary to consider how neoliberal ideologies have 
repositioned students. 
 
Student voice in neoliberal times: Students as customers 
There is increasing reference to, and debate in the literature on children’s rising 
consumerism outside (e.g. Buckingham, 2007; Pugh, 2009) and inside (e.g. Evans & 
Davies, 2015; Powell, 2018; Vander Schee & Boyles, 2010) school. Within schools, 
business language has been imported (Ball & Youdell, 2007) to construct and label students 
as ‘customers’ (e.g. Laing & Laing, 2016; Mark, 2013), a move that is consistent with free-
market logic as it defines relationships in economic terms. This conceptualisation impacts 
the effectiveness and value of student voice (Bragg, 2007; Saunders, 2011). 
In some ways, the ‘student as customers’ metaphor could place students in a central, 
and even a possibly powerful, role in the educational ‘transaction’ (Biesta, 2005), especially 
if one is to believe the business philosophy that ‘the customer is always right’. Such an 
approach to education might carry an expectation that every student’s needs are catered for 
through continual improvement and customisation of educational experiences (Laing & 
Laing, 2016). While this approach may be beneficial to some students in some contexts, as 
it would allow for the creation of bespoke or individually tailored learning experiences, it may 
also be problematic and even miseducative. Mark (2013), for example, argues that it could 
be ‘potentially damaging to the learning process’ (p.2) as it might ‘involve pandering to 
students’ short-term demands’ (p.2). Other scholars have also noted the dangerous 
implications of positioning students in ways that afford them perceptions that ‘cannot be 
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justifiably challenged’ (Sabri, 2011, p.663) and expressed caution about practices of student 
participation that deepen neoliberal (and western) individualisation and compromise citizen 
independence (Raby, 2012). An additional line of critique highlights the growing compatibility 
of student voice with government objectives, with academics suggesting that there are 
concerns that institutions, intentionally or not, are ‘masquerading’ (Newton, 2010, p.52) the 
‘“real” interests of those in power’ (Bragg, 2007, p.344) as a concern for student voice. 
Resistance to ‘the customer is always right’ viewpoint or the student as customer 
metaphor, therefore, does not seem to stem from a desire to deny student voice, but rather 
from a desire to protect the educative impulse, ensure structural inequalities are not 
obfuscated through overly focusing on the individual, and recognise students as democratic 
citizens first, rather than consumers. This entails reconceptualising the student as a co-
producer, rather than a consumer or customer, of learning who is not ‘immune to 
accountability’ for their own satisfaction (Mark, 2013, p.3).  
This problematisation of the prevailing ‘students as customers’ metaphor and of the 
appropriation of student voice by those pushing the market logic of education has primarily 
focused on higher education contexts. There are indications, however, that these trends are 
beginning to dominate the primary and secondary schooling landscapes. One example of a 
neoliberal practice that is, arguably, positioning primary and secondary students as 
customers is the outsourcing of HPE curricular work to outside providers. 
 
Student voice in neo-HPE: Outsourcing of HPE as a case 
Within the HPE literature, outsourcing is currently typically defined as the procuring of goods 
and services from external suppliers (Mol, 2007) such as organisations, sporting 
associations, and private companies (Sperka & Enright, 2017). There are two distinct ways 
this practice constructs students as customers. Amongst the multitude of reasons why 
schools outsource HPE to external entities (see Williams, Hay, & Macdonald, 2011), is the 
ability to ‘strategically’ market their externally provided HPE programs (Williams & 
Macdonald, 2015, p.64) to ‘attract new…“customers”’ (p.69) to their school. With schools 
competing against each other for enrolments, demonstrating to prospective students (and 
their parents) that they work with ‘prestigious, “evidence-based” programs and resources’ is 
perceived to enhance their ‘“performance” as contemporary, engaged learning 
environments’ (McCuaig, Enright, Rossi, Macdonald & Hansen, 2016, p.154). Although 
recruiting these external organisations could possibly boost a school’s reputation, students 
would consequently become customers of both the provider and its associated network of 
commercial sponsors (Sperka & Enright, 2017). To capitalise on this opportunity to build 
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brand awareness with children in schools, external providers are conducting market 
research and enlisting specialised educational marketing companies (Kenway & Bullen, 
2001) to listen to students’ voices and target their products to meet children’s needs. 
Examples of the advertising techniques used by external providers to make themselves 
appealing to HPE students include having mascots visit schools (such as Harold the Giraffe 
from Life Education Trust and Ronald McDonald from McDonalds) and offering students free 
samples of their products (Powell, 2014). 
While these external providers are working directly with children, a scoping review of 
the outsourcing of HPE revealed that researchers have collected minimal data about student 
perspectives on this practice (Sperka & Enright, 2018). Of the 31 empirical studies examined 
in the international review, there was just one which included student-generated data and 
this was in the form of two words in parenthesis (see Powell. 2015a)1. Such limited 
engagement with student voice is concerning. This is not to say that student voice in HPE 
in general has been ignored or unacknowledged, with numerous scholars reporting on 
efforts to engage students in democratic, dialogic HPE experiences (e.g. Enright & 
O’Sullivan, 2012; Oliver & Lalik, 2001). Rather, it suggests that the field needs to be 
responding specifically to how the neoliberalisation of HPE, including the outsourcing of the 
subject, is experienced by students. Given that students are increasingly targeted outside 
and inside of school by various actors, who research, listen, and respond to their opinions 
to develop products, HPE researchers need to undertake more considered efforts to 
understand student voice or they will fall further behind the sophisticated student-targeted, 
marketing practices of commercial entities. 
  
Theoretical framework 
To produce a rich and robust understanding of students’ positioning and perspectives on 
the outsourcing of HPE in this neo-context, we were drawn to theoretical concepts from 
Bernstein. Within HPE, Bernstein’s work has been employed to interrogate topics such as 
pedagogic rights in HPE teacher education (Enright, Williams, Sperka, & Peucker, 2018); 
the production, limits, and control of assessment discourses in HPE (Hay & Penney, 2013); 
and the possibilities for teacher ownership of curriculum change (Kirk & Macdonald, 2001). 
In terms of our broad focus of inquiry on outsourcing in HPE, Bernstein’s theorisations have 
been generative in investigating how and why the subject is outsourced (Williams, 2012) as 
well as in exploring how outsourcers’ interpretations of the HPE curriculum translate into 
certain kinds of products and services (Sperka, Enright, & McCuaig, 2018). Bernstein’s 
theories have also been utilised in scholarly work on student voice in the broader educational 
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literature (e.g. Arnot & Reay, 2007; McPhail, 2016). 
In this paper, Bernstein’s (1971-2000) notions of classification and framing, 
realisation and recognition, and voice and message, are engaged to assist in our analysis. 
Extended rationale on the selection, understanding, and application of theory is provided in 
a separate theoretical paper (Sperka, 2018). 
 
Student voice 
For Bernstein (2000), recognising, respecting, and valuing a range of voices and their 
relation to each other is crucial but not necessarily exhaustive. Understanding voice also 
requires consideration of ‘the issue of pedagogy itself’ (Bernstein, 2000, p.174). The 
pedagogic encounter must be viewed as an ‘interactional practice’, (p.18) where teaching-
learning is characterised by social interactions. At the micro-level of the classroom, the 
nature of these transactions is both a consequence and expression of power and control in 
relation to agents, discourses, and spaces (Morais, Neves, & Pires, 2004). Bernstein’s 
concepts of classification (power) and framing (control) allowed us to ‘describe the structural 
and interactional aspects of pedagogic practice’ (Hoadley, 2006, p.19). 
As we were investigating the practice of outsourcing in HPE only, we needed to know 
the relations between this subject, or in Bernsteinian terms, this category, and other 
categories of discourse in the school. This involved examining the boundaries, or 
punctuations in social space, between school subjects as created, legitimised, and 
reproduced by power relations (Bernstein, 1971-2000). Classification, the concept for the 
translation of power relations, facilitated an analysis of the degree of boundary maintenance 
(Bernstein, 1971-2000). Exploring the relations between categories of discourses, what is 
known as inter-disciplinary relations, involved looking at the strength of the boundaries 
between subjects to determine whether it was strong (i.e. explicit boundaries with categories 
insulated from each other) or weak (i.e. indistinct boundaries where there is integration). 
Being able to distinguish the classification strength permitted us to discern whether HPE in 
our selected school had its own unique identity and could be recognised as a specialised 
subject, as well as the specificity of its voice, and the means of its recognition (Bernstein, 
2000). After establishing the metaphoric structuring of space, it was then possible to move 
from exploring the relations between categories to looking within them. Our focus turned to 
determining the nature of the talk appropriate to HPE as well as the relations between 
transmitters (i.e. teachers or external providers) and acquirers (i.e. students) within this 
subject. Bernstein’s (1971-2000) notion of framing was utilised to analyse the forms of 
legitimate communication realised in pedagogic practice in HPE. In doing so, we were able 
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to develop our understanding of the students’ means of acquiring the legitimate message 
within this category. Further, as framing is concerned with who has control over the selection 
of communication, its sequencing, its pacing, the criteria, and the social base which makes 
transmission of discourse possible in this subject (Bernstein, 1971-2000), we could identify 
how students are positioned within the subject. More specifically, in a pedagogical 
relationship with strong framing, a limited degree of control is held by the students and there 
would be visible pedagogic practice whereas a weak framing is characterised by more 
‘apparent’ control by learners and it is likely for there to be invisible pedagogic practice. 
These two concepts, through their focus on the ‘inner structure of the pedagogic’ (Bernstein, 
1990, p.171), framed our reading of pedagogy and examination of whose voice is heard and 
listened to in the ‘acoustic’ (Bernstein, 2000, p.xxi) of HPE. 
Classification and framing are both important in and of themselves. They are, 
however, also fundamental to comprehending the recognition and realisation rules related 
to voice and message. These two rules are particularly relevant to our focus on 
understanding student perspectives on the outsourcing of HPE to external providers. With 
our knowledge about the classification strength of HPE, it became possible to discern 
whether students should feasibly be able to recognise the speciality of this category. If 
students possessed the recognition rule, they would know how HPE differs from other 
contexts and therefore be able to offer insight about, and demonstrate, what is expected 
and legitimate in that subject (Bernstein, 2000). This is because the recognition rule relates 
to an individual’s ability to effectively ‘read’ a context to orientate themselves appropriately 
within it. Recognition is represented by ‘voice’ (Bernstein, 1990). To produce legitimate text 
within a HPE lesson (e.g. answer questions or perform movements) as well as communicate 
their perceptions about HPE, students had to also have the realisation rule. As the 
realisation rule is concerned with the capacity of a person to communicate their knowledge 
in an acceptable and comprehensible way within a specific context, it refers to how an 
appropriate text is both selected and produced. Different values of framing acting selectively 
on realisation rules and so on the production of different texts (Bernstein, 2000). A function 
of framing is ‘message’ (Bernstein, 2000). These two rules, and the distinction between 
voice and message, were critical to analysing student responses about how they distinguish 
between the context in which they are taught by their teacher to that of being taught by an 
external provider and their production of the text appropriate to these two pedagogical 
practices. 
To bring all the recruited theoretical tools of Bernstein together, ‘voice’ is constructed 
by the classification of a category and represents recognition of that category’s 
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specialisation, whilst message represents the realisation of the legitimising forms of 
communication. Overall, these concepts offered us the ability to ‘read up’ from voice-
message and acknowledge that the student ‘voices’ collected were in fact ‘messages’ 
created by specific pedagogic contexts. 
 
Methodology 
Research context 
The research, which is part of a doctoral study, was undertaken at an independent, co-
educational secondary school in Australia2. This school was delivering the ‘Cardio Tennis’ 
component of Tennis Australia’s Tennis in Secondary Schools Program as a Year 8 practical 
HPE unit spanning one term (8 weeks)3. Each lesson was approximately 70 minutes and 
was facilitated by both a qualified HPE Teacher and a Tennis Coach employed by the 
school. Cardio Tennis was one of several ‘outsourced’ programs in HPE at the school, 
including Aussie Hoops for Basketball (Year 8), Yoga (Year 9), Zumba (Year 10), Swimming, 
and Biathlon, all of which were provided at no cost to the students. Data from this school 
about their Tennis program were generated through three research approaches, and 
involved three stakeholder groups and their interactions. Further school context will be 
revealed as the findings are presented. 
 
Student focus groups 
Focus groups were conducted with 25 students (12 male, 13 female) in two Year 8 classes 
(typically aged 14) at the school. Year 8 was the first time these students experienced a 
Tennis unit in secondary school HPE and this unit was where the HPE department had 
decided to teach ‘Cardio Tennis’. Consenting students were randomly selected by the HPE 
Teacher, with three or four students at a time forming a focus group. Although the decision 
to randomly select students had many advantages (e.g. potentially negating researcher bias 
in the selection of individuals, possibly increasing credibility of findings, and allowing access 
to multiple and diverse voices about HPE and Cardio Tennis), we are aware that it is not a 
representative sample (Patton, 2002; Shenton, 2004). 
We chose to undertake focus group interviews with the students for a number of 
reasons. Firstly, it was an attempt ‘to lessen the inherent power imbalances between 
children and adults in the research encounter’ (Spyrou, 2011, p.156) as ‘peers dilute the 
power dynamics compared with an individual child faced with an adult, who is often a 
stranger’ (Hill, 2006, p.81). An additional benefit of interviewing students in pre-existing 
friendship groups is that they are potentially more able to challenge peers with contrasting 
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opinions (Kitzinger, 1994) and the social support of peers can facilitate positive attitudes 
towards the interview (Hay & Hastie, 2012). Secondly, focus group interviews lend 
themselves to research that seeks to identify the similarities and differences in attitudes and 
perceptions of individuals (Hastie & Hay, 2012; Stewart, Shamdasani & Rook, 2009). 
The interview schedule for these focus groups sought to establish, for example, 
students’ opinions on HPE as a subject in general, their prior learning in HPE that year, their 
opinions on the Tennis unit, and their thoughts on whether and how the external provider 
contributed to their learning (see Appendix 5). 
 
Interviews with school staff 
Semi-structured individual interviews were also undertaken with four members of staff in the 
school: two lead teachers, responsible for either Junior or Senior School HPE; a HPE 
Teacher4; and the Tennis Coach. The Tennis Coach is utilised in the Year 8 and 9 HPE 
Tennis units and the Year 11 and 12 Senior Physical Education subject as well as delivering 
extra-curricular Tennis lessons. They have also previously been employed by Tennis 
Australia to help develop their Tennis in Secondary Schools Program. These participants 
were selected as they were in a position to provide distinct viewpoints on the lived reality of 
HPE within the school, decisions to employ external providers more broadly, their 
engagement with Tennis Australia, perceptions of the quality of Tennis Australia’s 
involvement in HPE, and the impact of this Tennis Australia unit. Although these were key 
focii of the interview schedule (see Appendices 6-7), the semi-structured nature of the 
interviews meant participants were always able to build on their replies to the open-ended 
and theoretically driven questions (Galletta, 2013), and shape how the interview proceeded. 
Furthermore, Leigh had the freedom to construct additional questions during the interview 
process in response to the participants’ emerging answers (Barlow, 2009). 
 
Lesson observations 
In addition to these two data generation methods, observations of three of the Year 8 Tennis 
lessons were also undertaken. Despite the widely accepted value of participant observation 
as a key social science research approach (Di Domenico & Phillips, 2010), a scoping review 
of literature on outsourcing in HPE revealed that observation was only employed within 
seven of the 31 studies (Sperka & Enright, 2018). We believed it was fundamental to employ 
this method of data collection as ‘through participant observation… interactive processes in 
which social reality is constructed or the cultural and social rules that shape the perception 
and construction of social reality can be understood’ (Schoene, 2011, p.1775). Our 
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observations were overt, as our identities as researchers and the purpose of the research 
were clearly indicated to all those being observed (Di Domenico & Phillips, 2010), and in the 
role of complete observer. While in this overt and non-participant researcher role, both 
descriptive and reflective fieldnotes (Hastie & Hay, 2012) were recorded about the Tennis 
Australia program, engagement with the curriculum, pedagogical techniques, learning 
expectations and outcomes for students, student engagement, HPE Teacher involvement, 
and dominant discourses (re)produced (see Appendix 8). 
 
Analysis with students 
The data obtained through these processes were thematically analysed. This involved 
identifying both implicit and explicit themes within the data (Guest, MacQueen, & Namey, 
2011). Our thematic analysis was similar to Fereday and Muir-Cochrane’s (2006) as it 
incorporated both a ‘data-driven inductive approach’ (p.82) as well as deductive coding 
based on our theoretical concepts. The data-driven approach involved closely reading and 
re-reading all of the interview and focus-group transcripts as well as the observation field 
notes to: firstly ‘open code’ the data (Ezzy, 2002); sort and classify these codes into thematic 
groups; and finally reorganise these groups into initial thematic representations (Roulston, 
2010). We then applied Bernstein’s theoretical concepts to the data ‘with the intent of 
identifying meaningful units of text’ (Fereday & Muir-Cochrane, 2006, p.87). By considering 
‘classification and framing…institutional, structural and interactional features [were] 
integrated in the analysis’ (Bernstein, 2000, p.174). After this additional theoretical coding, 
we proceeded to connect and corroborate the codes and themes. This meant that ‘the 
interaction of text, codes, and themes in this study involved several iterations’ (Fereday & 
Muir-Cochrane, 2006, p.90). 
During data analysis, researchers can potentially translate “‘student speak” into 
adults’ words’ (Mitra, 2001, p.92) that can hold different meanings. Thus, in an effort to 
‘preserve the integrity of the student voices’ (Mitra, 2001, p.92), we organised a follow-up 
focus group where Leigh: showed students the analysed data; explained how it had been 
interpreted and questioned the accuracy of this interpretation; and asked resultant questions 
(see Appendix 9). This process acted as an additional opportunity for students to ‘become 
the agents of the stories which are produced and consumed about them’ (Lincoln, 1993, 
cited in, Fielding, 2004) as they were able to express whether their perspectives were 
appropriately represented as well as challenge and extend our interpretations. 
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Findings and discussion 
Defining interactional practice: Between and within HPE 
HPE status and structure 
As a category of discourse within the selected school, we discovered that HPE had a strong 
classification (Bernstein, 1971-2000). The boundaries between this subject and others were 
identified in three distinct ways. Firstly, the majority of students were able to clearly identify 
both the practical and theory units within HPE they had participated in that year and outline 
what they enjoyed, disliked, or would recommend to change about the structure, teaching, 
and learning in the subject. During these discussions, most students evaluated HPE against 
other subjects, with frequent reference to how the practical side of HPE made it distinct. This 
was not only because the practical component meant ‘being away from the classroom’ 
(Anthony) but also because it is ‘a different way of learning’ (William) that is ‘hands on… not 
just sitting down with the textbook’ (Ethan). It was the practical component that, according 
to several students, made HPE more likely to be outsourced as ‘it’s harder to teach skills 
than it is information’ (Samantha). In providing this information, these students demonstrated 
that HPE has its own unique identity and can be recognised as a specialised subject 
(Bernstein, 2000). Their justification for outsourcing aligned with those made by school staff 
in previous studies (e.g. Williams & Macdonald, 2015; Williams et al., 2011) and adds a 
currently underrepresented voice (Sperka & Enright, 2018) to the explanations for HPE 
outsourcing practices in the literature. There was also the perception amongst a few 
students that the subject is ‘a bit of a break from school’ (Olivia) and consequently that during 
HPE lessons they ‘don’t have to do school work for an hour’ (Daniel). 
Secondly, similar to the students, the HPE staff made comparisons between their 
subject and others, typically when presenting context about the school. For example, when 
discussing the time allocated to the subject, the Senior School Lead Teacher stated that ‘it’s 
not as much as Maths, English, or Science gets, but it’s just underneath it’. Distinctions 
between HPE and Maths and Science were also made in relation to the academic nature of 
each subject with the HPE department ‘working…to make sure that it’s equal with Maths 
and Science’ (HPE Teacher). These comparisons offer insight into how HPE was regarded 
in the school and the clear punctuations in social space and various power relations between 
subjects (Bernstein, 2000). The shared perspective between these two students and the 
HPE staff about the subject being ‘less than’ others is not new (e.g. Houlihan & Green, 2006; 
Marshall & Hardman, 2000) but offers further context for why HPE might be outsourced. 
Another final indicator of the strong classification of HPE was how the staff were ‘tied 
to their department’ (Bernstein, 2000, p.10). Within this department there were not only HPE 
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qualified teachers but also an ‘internal external provider’. The Tennis Coach, who is 
employed as a teacher, did not hold a teaching qualification but instead transitioned from 
taking tennis lessons out of school hours to in class time. This move from ‘extracurricular to 
internal’ (Tennis Coach) is not unprecedented (Blair & Capel, 2011; Griggs, 2010) but ‘an 
interesting model’ (Tennis Coach) nonetheless. Some students recognised the ‘in-house’ 
(Junior School Lead Teacher) nature of the Tennis Coach, explaining that the reason why 
HPE has individuals other than qualified teachers involved in the subject was because they 
already had ‘coaches and the facilities’ in the school (Nicholas). This kind of justification 
suggests that for these students the practice is normalised. 
 
Student voice in Cardio Tennis lessons 
Regardless of whether they were the Tennis Coach or a qualified HPE Teacher, the staff 
held control within the subject. The majority of students articulated that they did not get much 
of a voice in the Tennis unit. They discussed how the Tennis Coach ‘just tells us what to do’ 
(Natalie), ‘tells us how to do them [the exercises]… and we just do them’ (Luke). Some 
students stated they were not concerned about this lack of voice and did not want more 
control of their lessons. The follow-up focus group revealed that this might be because, in 
tennis, they felt that ‘there’s a lot of different things you need to learn’ (Luke) and ‘because 
we don’t really know what’s going on in sports we haven’t done before’ (Samantha), it is 
‘pretty beneficial’ and ‘important’ (Luke) for them to have the coach give them specific 
activities. Conversely, other students voiced a desire to have more of a say in ‘choosing 
units’ (Liam) and ‘with the activities’ (Adam). It was suggested that to achieve this, teachers 
‘have a bit of a survey on what people actually want to learn in PE, or do in sport’ (Emma). 
In the time between the initial focus group and the follow-up, students had experienced ‘a 
bit more independence’ (Luke) in HPE in a unit where they got to ‘make your own routines’ 
and ‘do what you want’ (Nicholas), because there was a ‘focus on your strengths and 
weaknesses’ (Luke). Many students believed that this format made that HPE unit ‘more 
interesting and relevant’ (Samantha) for them. They recommended, therefore, in the tennis 
unit that the Tennis Coach initially holds the control over the unit and exercise, but then, ‘as 
we got better, it would be more independent’ in that the students ‘could run our own 
activities…if we know we needed to work on something, we could work on it’ (Luke). These 
suggestions can be viewed as quite limited conceptions of how the teacher-student 
relationship in the subject could be different. While they certainly represent ideas that could 
progress the current level of student voice recruited and responded to in HPE in the selected 
school, these proposals would only allow students to have quite a superficial or ‘apparent’ 
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control over sequencing and pacing (Bernstein, 2000) within units pre-determined by the 
teacher. The recommendation of having a survey and the request to be involved in choosing 
specific units can be argued to demonstrate a desire to hold some control over selection, 
however, they are still quite far from the type of curriculum and assessment negotiation that 
has proven beneficial in HPE (Enright & O’Sullivan, 2010). 
 
Assessment 
A potential consequence of this lack of engagement with student voice, particularly about 
their experiences of the unit, was the students’ conflicting perceptions about the focus of the 
unit and whether, and what, learning was taking place in the Cardio Tennis lessons. 
Students offered varied answers when questioned about what they were being assessed on 
in the unit (i.e. whether it was step count, effort, or tennis skills). This lack of clarity about 
assessment and, thus, what they were meant to be learning could possibly reflect the 
students’ levels of assessment literacy in HPE, more specifically, their assessment 
comprehension capabilities (Hay & Penney, 2013). Differences were observed, however, in 
how the assessment was presented to students; one Year 8 HPE Teacher spent the first 
few minutes of a lesson explicitly explaining to students that they were being graded on 
‘enthusiasm’ and ‘effort’, whereas the other HPE Teacher, at the end of one lesson, asked 
students to call out the number of steps displayed on their pedometers so these figures 
could be recorded for assessment purposes. This variance in assessment messages was 
questioned during the second HPE Teacher interview, where they somewhat uncertainly 
explained that students ‘get assessed on their ability to continually work…, also their 
movement skills’ but was unable to provide details about specific criteria. The varied student 
responses about assessment, therefore, appear more likely to be a consequence of the 
assessment literacy of the HPE Teachers (Hay & Penney, 2013). The two HPE Teachers’ 
application of the Tennis unit’s assessment, in terms of their ‘provision of information to 
students concerning the task’ (Hay & Penney, 2013, p.75) was not consistent across the 
Year 8 classes.  
One student’s response revealed that more transparency on exactly what they were 
being assessed on would have assisted their learning as ‘we would have known what we 
needed to work on and focus on’ (Luke). Potentially contributing to this assessment 
application issue was the inclusion of the Tennis Coach in this unit who was responsible for 
planning and implementing ‘the skills and drills’ and ‘movement concepts’ (HPE Teacher) 
but was only utilised for ‘cross checking’ (HPE Teacher; Senior School Lead Teacher) when 
it came to assessment. The HPE Teacher even asserted that ‘it’s very rare [for an external 
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provider] to do the assessment’. In this unit, there was thus a HPE Teacher-Tennis Coach 
interaction where the HPE Teachers both held more control (stronger framing) over the 
assessment criteria than the Tennis Coach. This particular ‘division of labour between 
external providers and specialist HPE Teacher’ (Williams & Macdonald, 2015, p.63) can be 
regarded as somewhat problematic as ‘the planning and implementation of assessment 
needs to be realised in conjunction with curriculum planning and pedagogical practice (Hay 
& Penney, 2013, p.75). The inclusion of external providers, therefore, even relatively 
‘internal’ ones, adds complexity to assessment practices in HPE, and may compromise 
instructional alignment and student learning. These findings highlight the necessity of 
carefully considering the division of labour. Finally, opening up a dialogue between students 
and teachers ‘that provide[s] students with opportunities to make decisions about how to 
demonstrate their learning in different contexts’ (Mockler & Groundwater-Smith, 2015, 
p.149) and allows them to further develop their assessment literacy skills could also address 
these issues. 
 
Student recognition and realisation of HPE 
As well as being able to critique the learning in the unit, students recognised the pedagogical 
practices that are appropriate to HPE and were able to distinguish differences between how 
their HPE Teacher and the external provider enacted particular practices (Bernstein, 2000). 
This aligns with previous literature which demonstrated that ‘students are very capable of 
evaluating teachers and teaching’ (Witte & Jansen, 2016, p.165). When asked about 
whether the Tennis unit was taught in the same way as the previous physical activities and 
sports that year, many students identified that Tennis was ‘different’ (Liam; Emma; Olivia) 
as ‘we [the students] don’t just have our teacher, we’ve also go the tennis teacher helping 
us out’ (Emma). 
 
Expertise and professional 
Comparisons between the HPE Teacher and the Tennis Coach were made by students in 
relation to their expertise, with the Tennis Coach ‘better with teaching tennis, because by 
the looks of it [they] look really good at tennis, and [they] can control the ball and do what 
[they] want. And [the HPE Teacher] is just an all-rounder’ (Charlotte). This idea was echoed 
in a statement by the HPE Teacher that ‘PE teachers…we all probably know a little about a 
lot, I’d say in PE. Like if you want someone that’s really knowledgeable in tennis, you’d 
probably get the external provider’. The Senior School Lead Teacher identified that this was 
indeed the reason why the Tennis Coach was utilised in the tennis unit: ‘the external 
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provider’s expertise lies purely in their sport and the providing of great lessons with up to 
date and the latest theories and dogma in their field, into their practical lessons’. This belief 
about external providers having more sport-specific expertise than teachers features heavily 
in the existing literature on the outsourcing of HPE (e.g. Morgan & Hansen, 2007; Powell, 
2015a; Williams & Macdonald, 2015; Williams et al., 2011), however, it was difficult to 
identify previous studies that accessed student perspectives on the topic. For both the 
students and the school staff, expertise was presented as a ‘possession’. 
 Tied to the notion of possessing expertise was a perception that the Tennis coach, 
or in fact any sport coach teaching HPE, were ‘more professional’ (Samantha; Luke; Ryan; 
Henry) because ‘they’ve been doing it [the sport] themselves’ (Henry), ‘they’re trained in that 
special area, so you know that what they’re saying is true’ (Samantha), and ‘they have more 
knowledge on the subject’ (Ryan). These views are similar to those expressed by staff in 
previous empirical work in the field to justify employing individuals who only held some form 
of coaching accreditation certificate and/or were highly talented international or national 
athletes (e.g. Evans, 1993) to deliver HPE lessons. Our data highlights that the ‘teaching 
PE is the same as coaching sport skills’ discourse (Powell, 2015a, p.77) works on and 
through students, in ways not dissimilar to teachers. 
 
Teacher-student relationship 
Despite students appearing to value sport-specific expertise and knowledge, they were able 
to identify ‘pedagogical ramifications’ (Ardzejewska, 2006, p.5) and differences between the 
Tennis Coach and their HPE Teacher. For instance, many students considered it beneficial 
to know their teachers and liked being ‘familiar with our own teachers because you can trust 
them a bit more’ (Sophia), ‘you can be more comfortable around them’ (Hannah), ‘you feel 
you can actually talk to your PE teacher’ (Adam), ‘and you can ask them more questions… 
you can ask them personal questions as well’ (Sophia). Establishing these kinds of 
relationships and levels of comfort and familiarity is perhaps not as easy or possible for a 
Tennis Coach who teaches the students for only one unit per year. Responses from several 
students highlighted this as they described how they ‘don’t really know [the Tennis Coach] 
that well’ (Adam) and that they had not ‘discovered [the Tennis Coach’s] personality at all’ 
(Luke). As the teachers and/or coaches held the control in HPE, it is possible that the 
students realised that to produce the appropriate texts for the subject they must know and 
be able to respond to the expectations of the teacher. In terms of the other direction of 
relationship, from coach to student, a handful of students detailed how ‘for this specific 
subject’ (Zoe) it was not necessary for coaches to even know students’ names. It was 
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suggested that ‘it’s better if they know your names’ (Jennifer) because ‘if [the Tennis Coach] 
knows my name, that’s cool – [they] can call me out instead of trying to identify me from 
everyone else. But yeah, it’s cool either way’ (Luke) and ‘it doesn’t really matter’ (Jennifer). 
Having not experienced (m)any student voice processes, it is possible that the students had 
not been exposed to pedagogic encounters that allowed them to entertain a dynamic where 
students held more control, a situation in which it would be imperative for teachers to know 
them. Finally, although previous research indicates that a limited knowledge about students 
can impact behaviour management (Smith, 2015) and how an external provider caters for 
specific learning needs (Powell, 2015), these particular issues were not present in any of 
the observed lessons. This could be a result of the ‘internal external’ nature of the Tennis 
Coach or because both the HPE Teacher and Tennis Coach were co-teaching each lesson. 
 
Co-teaching 
On this point of co-teaching, and acknowledging the differences between the HPE Teacher 
and the Tennis Coach, the majority of students articulated that it was advantageous to have 
both these staff present in their lessons. Within the current corpus of literature on the 
outsourcing of HPE curricular work, there is a lack of consensus on how external providers 
should be employed within schools (Sperka & Enright, 2018). Students’ answers tended to 
align with recommendations that an external providers role should be to help deliver HPE 
(Lavin, Swindlehurst, & Foster, 2008), that is, ‘complement and supplement’ the work of the 
HPE teacher (Webster, 2001, p.3). They suggested it was necessary to have both the HPE 
Teacher and Tennis Coach together as they were perceived to have different roles within a 
lesson. One student detailed how ‘we can get really good exercises and stuff from the coach, 
but we can still learn and understand stuff from our HPE Teacher as well’ (Luke). In every 
lesson I observed, the HPE Teacher introduced the lesson focus, moved around the courts 
during activities, and brought students together to debrief at the end whereas the Tennis 
Coach gave specific Cardio Tennis instructions and often joined the students during 
activities to offer feedback. Although the Tennis Coach was the one primarily delivering 
Cardio Tennis content, which Tennis Australia has worked to align with the Australian 
Curriculum: HPE (Sperka et al., 2018), because the coach ‘plays along with us’ (Brooke), 
they were seen as just ‘sort of there’ (Anthony) and consequently considered to have ‘never 
taught us’ (Anthony; Brooke). While previous literature has suggested that external providers 
offer more enjoyable and engaging pedagogical experiences than teachers (e.g. 
Ardzejewska, 2006; Morgan & Hansen, 2007), these findings contribute to the ‘dearth of 
data on…the impact of these pedagogies’ (Sperka & Enright, 2018, p.364). These particular 
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student responses reveal that, while most students valued the expertise and professionalism 
that the Tennis Coach brought to a lesson, they still viewed their HPE Teacher as solely 
responsible for their learning. 
 
Conclusion 
This paper presents insight into one ‘site for challenge of what is’ in lessons which included 
an external provider, and offers potential strategies and ‘demands for what should be’ 
(Bernstein, 2000, p.174). 
The student responses presented outsourcing as messy and complex. At one level, 
this was because the students offered different and sometimes conflicting opinions about 
the practice. This, however, was to be expected as, while students may ‘speak a common 
pedagogic voice, the language of learning created by school pedagogies’ (Arnot & Reay, 
2007, p.323), there is ‘not one authentic voice of a single social category’ (p.313). In addition 
to these complexities, was the tension around the role and responsibilities of the Tennis 
Coach. While many students discussed how coaches possess expertise and have a 
professional sporting identity, they still saw them as less powerful and as having less control 
than the HPE Teacher who was considered as responsible for student learning within the 
subject. 
The nature of the Tennis Coach within this study is itself also an important finding. 
Definitions of outsourcing in the HPE literature, including the one provided in this paper, tend 
to feature and/or focus on the ‘external’ nature of providers (e.g. Sperka & Enright, 2017, 
2018; Sperka et al., 2018; Williams et al., 2011). Within this paper, the ‘internal external 
provider’ at the selected school demonstrates how the practice of outsourcing is now blurring 
the boundaries ‘between the inside and the outside of the HPE teaching profession’ 
(Williams & Macdonald, 2015, p.70). Emma’s description of the Tennis Coach as ‘the Tennis 
teacher’ is another clear example of this. This prompts a need for academics in this area to 
reconceptualise what counts as outsourcing of the subject and how the practice is defined. 
Arguably more significant than changes in definitions, is the impact of these indistinct 
boundaries. Employing an individual with no formal teaching qualifications as a teacher has 
the potential to affect the educative nature of HPE and deprofessionalise the subject 
(Macdonald, 2011). This is especially concerning considering the current status of HPE 
(Marshall & Hardman, 2000) and the perspective of the subject as ‘less than’ others 
(Houlihan & Green, 2006). 
Having the HPE Teacher present during all the Cardio Tennis lessons minimises, to 
some degree, this ‘risk’. In many cases, however, co-teaching with external providers does 
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not happen (e.g. Smith, 2015) and was perhaps only possible in the selected school as it 
was independent and had the finances available to pay for both a HPE Teacher and a Tennis 
Coach. In other schools, this co-teaching arrangement would perhaps only be possible at a 
cost to the students. This demonstrates how students and teachers in independent schools 
might be benefitting from neoliberal practices such as outsourcing whereas ‘other teachers 
may find certain aspects of neoliberal education more perplexing’ (Thorburn, 2017, p.12). 
Although many view co-teaching with external providers as ideal (Lavin, Swindlehurst, & 
Foster, 2008; Webster, 2001), student responses in this study about learning and 
assessment reveal that this teaching format is not necessarily easy or straight-forward. 
The inclusion of the Tennis Coach in the unit could have potentially been more 
effective if the HPE Teacher had acted as a boundary spanner (Sperka et al., 2018). In this 
Cardio Tennis unit, the HPE Teacher can be considered to be in an ‘intermediary position 
at the interface of multiple and overlapping boundaries’ (Williams, 2012, p.38). These 
boundaries are not the ones between categories (i.e. classification and power), but the ones 
within it (i.e. framing and control), more specifically, the boundaries between the HPE 
Teacher, the Tennis Coach, and the students. The HPE Teacher needed to invest in student 
voice practices to better bridge the interests of the students with the planning of the unit by 
Tennis Coach. Further, the current division of labour for curriculum, pedagogy, and 
assessment between the Tennis Coach and the HPE Teacher might need to be renegotiated 
to improve the relaying of knowledge between HPE staff and students. Finally, the HPE 
Teacher could have provided students with greater clarity about role of the Tennis Coach 
and the curriculum content they were delivering. These three examples involve the HPE 
Teacher taking on the boundary spanner roles of reticulist and interpreter/communicator 
(Williams, 2012). 
Overall, these findings begin to highlight that it is essential for both external providers 
and teachers to work with students to listen and respond to student perspectives on their 
outsourced HPE. 
 
Note 
1. Several publications that include student voice in relation to outsourced HPE were not 
found through the scoping review’s specific search method (see Kirk & Colquhoun, 
1989; Powell 2015b; Tinning & Kirk, 1991). 
2. Independent schools in Australia are one form of ‘non-state’ school. They have 
‘independence of operation’ within the boundaries ‘of state and territory and Australian 
Government legislation which together impose requirements in relation to financial 
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operation, accountability, the curriculum, assessment and reporting’ (Independent 
Schools Council of Australia, 2016). 
3. In Australia, Health Education and Physical Education are brought together into one 
subject under the Australian Curriculum: HPE. It is a mandatory learning area for 
students aged 5-16 in the compulsory years of schooling. 
4. Two interviews (pre- and post-lesson observations) were completed with the HPE 
Teacher. 
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Implications and conclusion 
Outsourcing practices and certain external providers impacted me throughout my schooling 
life. As someone who went through the Australian education system, I am one of the many 
thousands of students who was taught health in primary school by Life Education Australia’s 
Harold the Healthy Giraffe. I still remember the excitement I felt when I saw Life Education 
Australia’s van parked in my school courtyard, knowing that I would see Harold at some 
point that week. Further, my decision to start playing Basketball in Year 7, which I still play 
and have an immense passion for, was inspired by a visit from Basketball Queensland and 
my involvement in their Aussie Hoops program. While these are two of the positive 
experiences I have had with external providers, I can also vividly recall quite a disheartening 
moment. In secondary school, an external company who were visiting for an English lesson 
to present a play of one of Shakespeare’s works called on me to be involved. As the 
presenter did not know my name, they decided to select me by pointing at me and saying 
‘you with the strange haircut’. This comment, along with the laughs it got from my peers, 
was incredibly embarrassing, shook my confidence, and led to a change in hairstyle quite 
soon after. It was only upon commencing this thesis that I really took the time to deeply 
reflect on these experiences of outsourcing and how they have affected me. The work I have 
completed in this thesis is premised on the conviction that the impact that external agencies 
can have on HPE is an area that must be researched more, and that students have unique 
perspectives about the practice of outsourcing that warrant attention and action. 
In this thesis, I bring together perspectives from three diverse stakeholder groups (i.e. 
employees of Tennis Australia, lead and HPE teachers, and students) about the outsourcing 
of HPE curricular work. Through this final chapter I seek to demonstrate how the research 
presented in the individual publications that make up this thesis can be viewed as a cohesive 
whole and to summarise the theoretical, methodological, and empirical data contributions of 
this thesis. To do so, I first present a findings summary that is structured in relation to the 
initial research questions. This is followed by a discussion of three themes that cross cut this 
thesis. I also offer a future research agenda that seeks to build on the work I have completed 
in this study. 
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Research questions and findings summary 
It is helpful at this point to reiterate the research questions I sought to address through this 
thesis: 
 
1. How does the decision to partner with an external agency impact curriculum, 
pedagogy, and assessment within HPE? 
2. How do students view the involvement of external agencies in HPE in terms of their 
ability to deliver curriculum content and the pedagogical experiences they provide? 
 
My qualitative study, that aligned with the critical-interpretivist paradigm and was 
complemented by Bernsteinian theory, provided me insight into the answers of each of these 
questions. 
Through my network ethnography (Sperka & Enright, 2017 – Chapter Three) and 
subsequent critical discourse analysis (Sperka, Enright, & McCuaig, 2018 – Chapter Five), 
I found that partnering with external agencies impacts curriculum, pedagogy, and 
assessment in HPE in different and complex ways. Examining the various relationships, 
exchanges, and social relations that constitute Tennis Australia’s network as part of the 
network ethnography revealed that a multitude of entities are brought into HPE when the 
subject is outsourced (Sperka & Enright, 2017 – Chapter Three). All these organisations 
then bring their own discourses into HPE and (re)produce them in the subject through their 
products and services, consequently impacting how curriculum content is viewed, delivered, 
and evaluated within the subject. An example of this was presented in the critical discourse 
analysis, which provided evidence of how the interests, agendas, and knowledge of one 
provider – Tennis Australia – impacted their interpretation and translation of the AC:HPE for 
their Tennis in Secondary Schools (TSS) Program, as well as their approaches to pedagogy 
and assessment within the subject (Sperka et al., 2018 – Chapter Five). Together, these 
findings resulted in my suggestion that the role of the HPE teacher may need to be recast 
or revised into that of knowledge-broker and boundary spanner (Sperka et al., 2018 – 
Chapter Five). 
The case study work completed in the selected secondary school, including individual 
semi-structured interviews with school staff, focus groups with students, and observations 
of Cardio Tennis lessons, revealed concerns relating to curriculum, pedagogy, and 
assessment. Students’ responses about assessment highlighted the complexities of having 
someone other than their HPE teacher involved in the subject. The division of labour 
between the Tennis Coach, who planned and implemented the curriculum, and the HPE 
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teacher, who assessed the students, led to issues in communicating assessment 
requirements and confusion around learning expectations (Sperka & Enright, Forthcoming 
– Chapter Six). Despite this issue, a majority of students articulated the pedagogical benefits 
of HPE teachers and coaches co-teaching lessons. This seemed to be primarily because 
many students perceived the Tennis Coach to be a professional who holds sport-specific 
expertise (Sperka & Enright, Forthcoming – Chapter Six). 
As each of my empirical chapters contain their own more in-depth discussion and 
summary of the findings of this thesis, this chapter will instead focus on three significant 
cross-cutting themes, which reflect the collective contribution of my published work to 
knowledge in the field. These themes are ‘blurring boundaries’, ‘expertise’, and ‘defining 
outsourcing’. 
 
Blurring boundaries 
A theme that runs strongly throughout Chapters Five (Sperka et al., 2018) and Six (Sperka 
& Enright, Forthcoming), and indeed this entire thesis, is the blurring of boundaries. This can 
be considered one of the ‘ripple effects’ (Gilley & Rasheed, 2000, p.764) of outsourcing 
alluded to in the introduction (Chapter One). Within the business and management literature, 
there are a number of examples of the new dynamics created as a result of outsourcing (e.g. 
Baraldi, Proença, Proença, & de Castro, 2014; Mori, 2017). While academics in HPE have 
begun to question these new dynamics, through the data generated in this study I have 
demonstrated the blurring of boundaries both in relation to curriculum development and the 
HPE teaching profession. 
 
Curriculum development 
One of the questions about the new dynamics created as a result of outsourcing practices 
in HPE is ‘who will define access to what curriculum, pedagogy and evaluation’ (Evans & 
Davies, 2014, p.880). Chapter Five of this thesis (Sperka et al., 2018) offers a possible 
answer to this question through the case study of Tennis Australia and their TSS Program. 
Returning to Bernstein’s (1990) theory of the pedagogic device and the three fields that 
underlie it (i.e. the field of knowledge production, recontextualisation, and reproduction), 
Tennis Australia was found to blur the boundaries between them. These boundaries are 
typically ‘relatively strong’ (Singh, 2002, p.574) with specialist identities of agents and 
agencies being ‘formed in and through these boundaries and defined by the space between 
them’ (Wheelahan, 2005, p.269). As explained by Singh (2002, p.574): 
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The production of new knowledge continues to take place mainly in institutions 
of higher education and private research organisations…By contrast, the 
recontextualisation of knowledge is largely undertaken in state departments of 
education and training, curriculum authorities, specialist education journals, 
and teacher education institutions. Reproduction…usually takes place in 
primary, secondary and tertiary schooling institutions. 
 
In the case of Tennis Australia, however, the organisation has taken on a role in each of 
these fields (Sperka et al., 2018 – Chapter Five). This weakens, at least to some extent, the 
idea of ‘specialist identities’. 
Tennis Australia’s involvement across the three fields of production, 
recontextualisation, and reproduction (Bernstein, 1990) could potentially lead to them 
playing a stronger role in defining what HPE curriculum looks like. Other agents, such as 
the Australian Curriculum, Assessment and Reporting Authority (ACARA) in the 
recontextualising field, do have legislative clout over Tennis Australia as they were 
established specifically to ‘develop and administer a national school curriculum’ (Australian 
Curriculum, Assessment and Reporting Authority Act 2008 (Cth), p.4) including the AC:HPE. 
Tennis Australia, therefore, do not necessarily ‘override’ what happens in the 
recontextualising field but can still be regarded as ‘initiators of particular ways of thinking’ 
(Kirk & Colquhoun, 1989, p.422) about HPE through their TSS Program. Their particular 
ways of thinking are then able to be reinforced in the reproduction field by either their own 
coaches or a HPE teacher. Awareness of the impact that Tennis Australia, or any other 
external organisation for that matter, can have on HPE curriculum when they are involved 
across the three fields of the pedagogic device is thus fundamental. 
 
HPE teaching profession 
The nature of the Tennis Coach within the secondary school in this study is an example of 
how the inside and outside of the HPE teaching profession (Williams & Macdonald, 2015) is 
becoming increasingly indistinct as a result of outsourcing practices. While it is certainly not 
the first documented instance where a coach has transitioned from being responsible for 
extra-curricular activities to delivering curricular HPE (e.g. Blair & Capel, 2008; 2011; Flintoff, 
Foster, & Wystawnoha, 2011; Griggs, 2008; 2010; 2012), the Tennis Coach within this study 
represents an evolution of this practice. In previous studies, the coaches were still ‘external’ 
to the school in the sense that they were only contracted by the school. The Tennis Coach 
in this study, however, was not only employed by the school, but was actually employed as 
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a teacher. This means that in this case it was even more ‘unclear where one organisation 
ends and another begins…’ (Grimshaw, Marchington, Rubery, & Willmott, 2005, p.2). 
Further, many of the previous studies undertaken on outsourcing were completed in primary 
schools where generalist teachers are typically responsible for teaching HPE while this study 
was focused specifically on a secondary school context where specialist HPE teachers 
teach the subject (Sperka & Enright, Forthcoming – Chapter Six). In the case study 
secondary school, there were qualified HPE teachers on staff, and yet a Tennis Coach with 
no formal teaching qualifications was still enlisted to deliver Cardio Tennis content. 
 
Whereas in the business literature there are a number of suggested processes on how to 
set boundaries around a firm in relation to outsourcing (e.g. Contractor, Kumar, Kundu, 
Pedersen, 2010; Espino-Rodríguez & Padrón-Robaina, 2006; Holcomb & Hitt, 2007), there 
are as yet no specific recommendations, guidelines, or even suggestions on what this 
boundary setting would or should look like in education. Although Queensland state schools 
do have several previously discussed policies about the standards an external provider 
should meet before entering a school (Chapter One), these documents do not provide 
guidance on how schools should engage with these entities. There is also a lack of 
consensus in the literature around how to employ external providers within schools (Sperka 
& Enright, 2018 – Chapter Two), with the preferences of teachers in various studies ranging 
from helping deliver the HPE curriculum (e.g. Lavin, Swindlehurst, & Foster, 2008; Webster, 
2001) to completely delivering the subject (e.g. Smith, 2015; Smith, Fotinatos, Duffy, & 
Burke, 2013). 
Managing and containing this practice in HPE can be argued to be especially 
important at this moment in time in Australia, for a number of reasons. Firstly, the new 
AC:HPE outlined in the introduction (Chapter One) standardises, to a greater extent than 
previously, the curriculum taught in each state and territory. For private providers involved 
in education in Australia, this means they would no longer need to tailor their products and 
services for every individual curriculum context across the country and can now create one 
‘ready-made’ product instead, thus increasing profitability (Burch, 2009). New Australian 
Government initiatives, such as Sporting Schools that was mentioned in Chapters One and 
Five (Sperka et al., 2018), are also supporting and funding the opening up of HPE to sporting 
associations. In this present Australian HPE context, then, there is significant potential for 
outsourcing practices to expand. The curriculum reform and the introduction of initiatives are 
reflective of how ‘fertile conditions’ for outsourcing have ‘become amplified when specific 
changes occur’ (Griggs, 2012, p.261). Secondly, and related to the first, is the large 
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marketplace of external providers now seeking access to HPE in Australia (Sperka & 
Enright, 2017 – Chapter Three). This widespread availability of external providers indicates 
that there is a strong supply side to outsourcing (Williams, Hay, & Macdonald, 2011) and 
that the HPE space is indeed becoming increasingly contested (Petrie, Penney, & Fellows, 
2014). Finally, outsourcing practices are seemingly becoming commonplace in HPE 
(Williams, 2012; Williams et al., 2011). 
Together, these factors suggest that the practice of outsourcing is here to stay and, 
without appropriate and sufficient boundary setting, will continue to grow. Bounding the 
practice of outsourcing will not, however, be an easy or straightforward enterprise. It will 
require serious examination of what ‘expertise’ has come to mean in neo-HPE, and also 
might benefit from a redefinition of outsourcing that contextualises the practice within the 
education domain. 
 
Expertise 
The notion of expertise was raised in Chapter Six (Sperka & Enright, Forthcoming), primarily 
through the student voice data. Although the belief about external providers having more 
expertise than teachers is not overly novel (e.g. Ardzejewska, 2006; Dyson, Gordon, Cowan, 
& McKenzie, 2016; Morgan & Hansen, 2007; Powell, 2015a; Williams, 2012; Williams & 
Macdonald, 2015; Williams et al., 2011), and obtaining expertise is one of ‘the most 
frequently given justifications for allowing external providers access to HPE’ (Sperka & 
Enright, 2018, p.364 – Chapter Two), further examination into what constitutes ‘expertise’ in 
the HPE context is needed. 
Nearly three decades ago, when the concept of HPE teacher expertise was beginning 
to attract the attention of academics, Siedentop and Eldar (1989) posited that it could ‘be 
found at the nexus of skilful teaching and thorough command of the subject matter' (p.257). 
Extending on this research, Manross and Templeton (1997) explained how ‘to be an expert, 
a teacher must couple superior teaching skills with an extensive understanding of the subject 
matter’ (p.29). Together, these past interpretations of expertise in HPE align with Shulman’s 
(1986) research on pedagogical content knowledge, that is, the blending of subject matter 
and pedagogy into an understanding of how knowledge is organised and adapted to meet 
the needs of diverse students. When Siedentop and Eldar’s (1989) and Manross and 
Templeton’s (1997) articles were published, however, ‘the mysteries of expertise’ were ‘still 
being uncovered’ (Manross & Templeton, 1997, p.35). Now, these understandings of HPE 
teacher expertise arguably need to be revised as a result of neo-HPE and external providers. 
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Several academics have already begun this discussion. Macdonald, Hay, and 
Williams (2008), for instance, assert that ‘often commercial providers have no educational 
expertise, yet through their co-option of education and health discourses, they find 
themselves teaching HPE classes, perhaps a simplified or populist version of what is a 
sophisticated field of study’ (p.8). There are quite a few studies which demonstrate this lack 
of educational expertise, especially external providers’ minimal understanding about 
curriculum (Blair & Capel, 2008; 2011; Morgan & Hansen, 2007) and limited pedagogical 
knowledge (Dyson et al., 2016; Flintoff, Foster, & Wystawnoha, 2011; Jones & Green, 2015; 
Powell, 2015a; Rainer, Cropley, Jarvis, & Griffiths, 2012; Smith, 2015; Ward, 2013). The 
‘expertise’ that is commonly being referred to in relation to external providers is, therefore, 
primarily connected to their sport-specific content knowledge. This was indeed the case 
presented by students in Chapter Six (Sperka & Enright, Forthcoming). 
External providers appear to become labelled as ‘experts’ because of this perception 
that they possess sport-specific content knowledge as well as the construction of an 
‘inexpert’ teacher binary (Powell, 2015a). More specifically, teachers seemingly need to be 
positioned as ‘lacking’ knowledge, skills, and/or competence (e.g. Ardzejewska, 2006; 
Dyson et al., 2016; Jones & Green, 2015; Morgan & Hansen, 2007; Powell, 2015a; Webster, 
2001) and external providers as having the necessary capabilities as a result of their sporting 
backgrounds and/or experiences (e.g. Evans, 1993; Jones & Green, 2015; Ward, 2013). In 
constructing this ‘inexpert’ teacher, a hierarchy of knowledge value is also established where 
sport-specific content knowledge is placed above curricular or pedagogical knowledge. This 
is demonstrated through Williams’ (2012) work in which both teachers and external providers 
valued the teacher’s pedagogical knowledge over the external provider’s, but the external 
providers were still considered ‘experts’ because the teacher valued the external provider’s 
subject matter content knowledge over their own. The revaluation of ‘expertise’ in HPE 
represents a shift from it being characterised by its multidimensionality (Manross & 
Templeton, 1994; Siedentop & Eldar, 1989) to being fragmented, where specific types of 
knowledge are privileged. Interrogating this change of relationship to knowledge further, 
especially the role external providers play in this, as well as how HPE teachers’ professional 
identities are impacted as a result is necessary. 
 
Defining outsourcing 
There are a number of definitions of outsourcing available, with changes made over time 
and depending on the context in which they are applied (e.g. see Table in Espino-Rodríguez 
& Padrón-Robaina, 2006, p.51). Currently, the most commonly used definitions of 
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outsourcing in the HPE (Petrie et al., 2014; Williams, 2012; Williams et al., 2011; Williams & 
Macdonald, 2015) and broader education (Hogan & Thompson, 2017) literature are from 
Lair (2012) and Mol (2007). In each of the publications that make up this thesis (Sperka & 
Enright, 2017, 2018; Forthcoming; Sperka, Enright & McCuaig, 2018), I have employed a 
combination of Mol’s (2007) description that outsourcing is the process of obtaining services 
or products from external providers and Lair’s (2012) explanation involving ‘disembedding’ 
activities from the confines of one entity and ‘re-embedding’ them in another. As my doctoral 
study progressed, however, my increased and sustained engagement with business- and 
management-based scholarship on outsourcing, as well as my generation of empirical data 
on outsourcing in HPE, prompted me to begin to reconceptualise what counts as outsourcing 
of the subject and how the practice is defined. 
During my redefinition process, I endeavoured to acknowledge the various ‘phases’ 
that constitute the practice of outsourcing in HPE, from initial decisions to outsource to 
selecting and engaging with a specific external entity. Beginning with the idea that a school 
must make the ‘choice’ to outsource, I was drawn to Gilley and Rasheed’s (2000) work for 
two main reasons. Their definition of outsourcing emphasises the intent behind the practice 
as it positions outsourcing as ‘the fundamental decision to reject the internalisation of an 
activity’ (Gilley & Rasheed, 2000, p.764). This is reflected in the case study secondary 
school, and within HPE more generally, when an individual other than the internal specialist 
HPE teachers are selected to deliver aspects of the subject. While the notion of 
‘internalisation’ is becoming increasingly more complex, incorporating ‘intention’ in an 
outsourcing definition was considered important. Another choice to be made by the school 
is the form that the outsourcing will take, that is, whether it is ‘substitution’ (i.e. replacing or 
substituting once internal capabilities) or ‘abstention’ (i.e. purchasing goods and services 
that have not been completed in-house previously)(Gilley & Rasheed, 2000). It was, 
therefore, essential that any new definition of outsourcing featured language relating to 
‘replacement’ and ‘substitution’ as well as ‘extension’. 
The ordering of these terms in the definition was deemed significant given the 
empirical data generated on ‘expertise’ in this thesis (Sperka et al., 2018 – Chapter Five; 
Sperka & Enright, Forthcoming – Chapter Six). This data emphasised how teachers need to 
‘recognise, articulate, and enact their pedagogical and curriculum expertise’ (Sperka et al., 
2018, p.328 – Chapter Five) and understand the vital role they play in maintaining and 
reinforcing the educative purpose of HPE in lessons with external providers (Sperka & 
Enright, Forthcoming – Chapter Six). To privilege teacher expertise and take a strengths-
based approach to outsourcing, the concept of ‘extending’ on internal capabilities should 
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appear in a definition before ‘substitution’ or ‘replacement’. This would position the first step 
of outsourcing to be the identification and acknowledgement of internal capabilities. 
Moving forward from the initial decisions surrounding outsourcing, I then began to 
deliberate how to represent in a definition how schools connect and engage with external 
providers. According to Davis-Blake and Broschak (2009), outsourcing arrangements vary 
depending on the degree of control exercised by an outsourcer over a supplier, the 
embeddedness between the organisations, and how much an outsourcing agreement is 
governed by written rules. Every outsourcing arrangement is consequently unique, yet each 
involve some type of ‘partnership’.  
Drawing on Berliner’s (1997) research, I defined ‘partnership’ in my scoping literature 
review (Sperka & Enright, 2018 – Chapter Two) as ‘the strategic relationships among 
organisations that retain substantial independence’ (p.365). As alluded to briefly above, with 
the complexity around ‘internalisation’, and as discussed more substantially in the ‘blurring 
boundaries’ section, the ‘retaining substantial independence’ aspect of that definition is 
losing some of its applicability in HPE outsourcing arrangements. Crucially, not all 
boundaries blur to the extent they did in my case study secondary school, where the 
‘external provider’ transitioned to being ‘internal’ to the school (Sperka & Enright, 
Forthcoming – Chapter Six). When two organisations form a partnership, though, resources 
are sometimes created that ‘may be jointly owned or controlled’ and ‘decisions may be jointly 
made and activities may be jointly performed’ (Baraldi et al., 2014, p.555). Moreover, Lei 
and Hitt (1995) explain how outsourcing partnerships can result in an organisation 
‘becoming increasingly dependent upon an external partner for knowledge, skills, and 
capabilities’ (p.850). This means that outsourcing does lead to at least some form of blurring 
of organisational boundaries and loss in complete independence. In light of the example of 
my case study secondary school and the broader outsourcing literature, my explanation of 
outsourcing ‘partnerships’ needs to be adjusted if I am to include the concept in my 
reconceptualised definition of outsourcing. 
Although the latter part of Berliner’s (1997) definition of partnership is somewhat less 
representative of the HPE context, the notion of ‘strategic relationship’ is productive. There 
are a number of publications that discuss ‘strategic’ outsourcing (e.g. Brown & Wilson, 2005; 
Lei & Hitt, 1995; Quinn & Hilmer, 1994). This type of outsourcing is defined by Holcomb and 
Hitt (2007) as an ‘organising arrangement that emerges when firms rely on intermediate 
markets to provide specialised capabilities that supplement existing capabilities’ (p.466). In 
strategic outsourcing arrangements, the relationship between the two organisations 
becomes one of ‘business partners’ (Brown & Wilson, 2005, p.24). As business partners, a 
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‘bilateral relationship’ is typically established (Grossman & Helpman, 2005, p.136) in which 
there is ‘clear shared value’ for both organisations (Bravard & Morgan, 2006, p.49). These 
characteristics of strategic outsourcing are compatible with my aforementioned strengths-
based approach to outsourcing and the evidence about indistinct organisational boundaries. 
Utilising these various definitions and explanations of outsourcing, the full definition 
proposed for outsourcing is, then: outsourcing is a practice that involves establishing some 
form of strategic and bilateral relationship with an external organisation with the intention for 
that organisation to either extend, substitute, or replace internal capabilities. In defining 
outsourcing in such a way, I do not limit the practice to just being ‘substitution’ based but 
also ‘abstention’ (Gilley & Rasheed, 2000), and I acknowledge: the act of ‘disembedding’ 
(Lair, 2012); the importance of relationship (Grossman & Helpman, 2005); and the intent to 
reject internalisation (Gilley & Rasheed, 2000). Importantly, there is temporality and flexibility 
implied in this definition. While it does progress understandings of outsourcing beyond those 
presently offered in the HPE literature, it still requires further reworking as the educational 
landscape changes and more empirical data on the practice is generated. 
 
Implications 
The previous sections in this final chapter restate the contributions this thesis makes to the 
knowledge on the outsourcing of HPE curricular work. To summarise, this included 
completing a scoping review of the literature on outsourcing that identified the parameters 
of, and gaps in, the research that has been undertaken to date and provide a context for 
future scholarly inquiry (Sperka & Enright, 2018 – Chapter Two). Many of the knowledge 
gaps identified through this process were then addressed such as how the outsourcing of 
HPE operates in and impacts secondary school contexts (Sperka et al., 2018 – Chapter 
Five; Sperka & Enright, Forthcoming – Chapter Six), the effect that educational partnership 
decisions have on curriculum, pedagogy, and assessment in HPE (Sperka & Enright, 2017 
– Chapter Three; Sperka et al., 2018 – Chapter Five; Sperka & Enright, Forthcoming – 
Chapter Six), and student perspectives on the topic (Sperka & Enright, Forthcoming – 
Chapter Six). The empirical data generated through this thesis then prompted the need for 
a more contextually appropriate definition of outsourcing in HPE to be developed, a process 
which was started in the introduction (Chapter One) and continued in this chapter. These 
contributions to the scholarship on the outsourcing of HPE curricular work can not only lead 
to further research, which will be discussed in one of the following sections (i.e. Future 
Research), but also have practical implications for policy and the futures of HPE teachers 
and students. 
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Implications for policy 
As mentioned previously, there are several Queensland policies that are relevant to external 
providers. These policies, however, do not indicate how schools should engage with these 
entities. Engagement-based policy guidelines on the outsourcing of HPE curricular work 
could draw on findings from Chapters Three (Sperka & Enright, 2017), Five (Sperka et al., 
2018), and Six (Sperka & Enright, Forthcoming) to develop guidelines on ‘Building 
relationships with external providers’ and ‘Managing relationships with external providers’. 
Firstly, ‘Building relationships with external providers’ could assist teachers in how to 
be knowledge-brokers (Sperka et al., 2018 – Chapter Five). This would involve highlighting 
how products and services need to be evaluated based on: the discourses that they might 
be bringing into HPE as a result of their networks (Sperka & Enright, 2017 – Chapter Three); 
how they have translated relevant curriculum documents (Sperka et al., 2018 – Chapter 
Five); and whether they might negatively impact in any way student learning and 
assessment (Sperka & Enright, Forthcoming – Chapter Six). 
Secondly, ‘Managing relationships with external providers’ would relate to the 
changing roles of the HPE teacher when external entities are involved in the subject. 
Examples of changing roles include becoming a boundary spanner who can appropriately 
contextualise and adjust external agencies’ programs to meet the needs of their students 
and the educative intent of their units (Sperka et al., 2018 – Chapter Five). This part of the 
guidelines would also offer insight into deciding the division of labour in regards to 
curriculum, pedagogy, and assessment (Sperka & Enright, Forthcoming – Chapter Six) and 
defining outsourcing boundaries. 
 
Implications for teachers 
As these policy guidelines highlight, the findings of this doctoral study have the potential to 
impact the future of HPE teachers’ work. Although much of the futures-based literature on 
outsourcing in HPE predicted that HPE teachers would lose their jobs as a consequence of 
this practice (e.g. Hoffman, 1998; Tinning, 1992), the findings from this thesis suggest that, 
at this point, a change or shift in the roles and responsibilities of HPE teachers is the more 
immediate concern. Chapters Five (Sperka et al., 2018) and Six (Sperka & Enright, 
Forthcoming) both establish the importance of HPE teachers’ curricular and pedagogical 
knowledge (Sperka et al., 2018 – Chapter Five), and their in-depth understanding of their 
school contexts and students (Sperka et al., 2018 – Chapter Five; Sperka & Enright, 
Forthcoming – Chapter Six). They also offer insight into how partnering with an external 
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agency leads to a change in the role of HPE teachers into knowledge-brokers and boundary 
spanners (Sperka et al, 2018 – Chapter Five) who ensure that the educative underpinning 
of the subject is maintained. 
 
Implications for students 
Finally, as one of the few studies that seriously engages with students and their voices on 
outsourced HPE (e.g. Kirk & Colquhoun, 1989; Powell 2015b; Tinning & Kirk, 1991), the 
findings of this thesis have the potential to impact students. The students who participated 
in this study demonstrated their capacity to evaluate the teaching and learning that 
happened in lessons which included an external provider. These findings reinforce the need 
for researchers, teachers, and external providers to listen to student voices on this topic. 
A process that could frame dialogue between these groups is ‘curriculum negotiation’. 
Negotiating the curriculum is described by Boomer (1992) as meaning ‘deliberately planning 
to invite students to contribute to, and to modify, the educational program’ (p.14). Whilst 
‘curriculum’ is in the name, the process does include negotiating components of all three of 
Bernstein’s (1974) message systems of curriculum, pedagogy, and assessment. It involves 
engaging students in considering elements such as: content; justification of content; 
products, skills and media; learning activities; aids and resources; and methods of 
evaluation (Boomer, 1992; Enright, 2010). Focusing on evaluating, critiquing, and/or 
adjusting external providers’ products and services when looking at ‘resources’ would be 
beneficial. In the general outsourcing literature, the practice of collaborating and co-creating 
with ‘customers’ is known as ‘value co-creation’ (e.g. Dobrzykowski, Tran, & Tarafdar, 2010). 
It is suggested that ‘high quality interactions between the firm...’, which in HPE would be 
both the school and an external organisation, ‘…and its customers…’, that is, the students, 
‘…enable the co-creation of unique experiences which satisfy customers…’ (Dobrzykowski 
et al., 2010, p.114). The implications of this thesis for students are, consequently, not just 
that their perspectives on outsourcing in HPE need to be heard more but also that they need 
to be actioned in thoughtful and meaningful ways through processes such as curriculum 
negotiation and value co-creation. 
 
There are several other implications arising from this thesis and these relate to 
methodological innovation and theory. The scoping review of literature revealed the need 
for reconsidering and reconfiguring the methodological approaches utilised to study the 
outsourcing of HPE (Sperka & Enright, 2018 – Chapter Two). Chapter Three (Sperka & 
Enright, 2017) highlighted how methodological innovation, in the form of network 
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ethnography in this case, can produce knowledge differently and produce different 
knowledge. Similarly, Chapter Four (Sperka, 2018) demonstrated how the recruitment of 
new and different theoretical tools can enrich studies that examine outsourcing practices in 
HPE. 
 
Limitations 
In many ways, this thesis was intended to be ‘intensive’ rather than ‘extensive’ (Williams et 
al., 2011, p.413). While large scale studies are certainly generative and beneficial, they are 
‘not enough’ as ‘sometimes we simply have to keep our eyes open and look carefully at 
individual cases – not in the hope of proving anything, but rather in the hope of learning 
something!’ (Eysenck, 1976, p.9). There are, however, limitations to case studies, especially 
single case studies, that need to be acknowledged. 
By selecting only Tennis Australia’s TSS Program for further analysis in this doctoral 
study, I was able to offer an in-depth understanding of this case in terms of its actors, its 
processes, and how the program is enacted (Baxter & Jack, 2008; Gagnon, 2010). If multiple 
programs had been selected, it could have been possible to compare and/or contrast Tennis 
Australia’s program with the products and services of another entity in the Australian HPE 
external provider marketplace (Sperka & Enright, 2017 – Chapter Three). 
Similarly, there was only one secondary school research site. This was partly due to 
the ethical conditions upon which research was granted. I was not permitted to ask Tennis 
Australia to disclose their ‘client list’ of schools and thus depended on Tennis Australia’s 
Schools employee to contact schools on my behalf. I also utilised my web-audit skills 
(Sperka & Enright, 2017 – Chapter Three) to search the Internet for any secondary schools 
which marketed an engagement with Tennis Australia on their school website. My access 
to research sites was, consequently, somewhat limited. Although the selected school was a 
generative research site, a different school would have provided a different context for the 
research and this might have raised alternative issues on the outsourcing of HPE curricular 
work. Additionally, recruiting multiple secondary schools could have offered insight into 
various ways of engaging with Tennis Australia and their TSS Program. 
There are several other limitations that are worthy of highlighting. Firstly, while 
considerable effort has been made to appropriately and meaningfully portray students’ 
perspectives and experiences on the outsourcing of HPE, the voices presented in this thesis 
are still in many ways my interpretation. These voices also represent just a few of the many 
students experiencing this practice. Further, as Chapter Four (Sperka, 2018) emphasises, 
the theoretical choices made in this thesis, while productive and generative in many ways, 
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can also be considered a limitation. This is because they committed me to looking at the 
data I generated in a specific manner, thus concealing other possible conclusions. 
 
Future research 
This thesis explores another ‘small patch’ of the ‘recently discovered, but much fabled, 
island’ that is outsourcing of HPE (Williams, 2012, p.140). As the limitations above highlight, 
more exploration of this ‘island’ is possible and required. 
 
Large-scale mapping and small-scale research 
The map of the Australian HPE external provider marketplace, presented in Chapter Three 
(Sperka & Enright, 2017), must continue to be adjusted and updated as the landscape 
changes. New maps of other contexts that are experiencing outsourcing can also be 
created. Both of these endeavours could utilise network ethnography to achieve this. 
Different entities from the Australian marketplace and their products and services 
should also be selected for in-depth examination in the future, just as was done in this thesis 
with Tennis Australia and their TSS Program (Sperka et al., 2018 – Chapter Five). It would 
be constructive for any investigations of individual external providers to offer insight into how 
these organisations are translating and interpreting relevant curriculum documents in 
relation to their interests, agendas, and knowledge as this would enhance the minimal work 
done to date (Dyson et al., 2016; Petrie et al., 2014; Sperka et al., 2018 – Chapter Five). 
More scholarship on the products and services that these corporations and organisations 
offer, including their connection to curriculum, could lead to a deeper understanding about 
how privatised and outsourced HPE impacts constructions of the subject and the learning 
and teaching that happens within it (Evan & Davies, 2015). 
There is also still a relative silence on why particular agencies are more attractive to 
schools than others (Sperka & Enright, 2018 – Chapter Two). Several reasons why Tennis 
Australia was viewed as appealing to schools, most prominently their connection to the 
AC:HPE, are presented in this thesis, however, more comparative research is necessary to 
offer an in-depth insight on this aspect of outsourcing. Such studies could either: 
 
 recruit a range of schools which have engaged with multiple external entities and 
work with the employees who made those decisions to examine why those specific 
organisations were selected over others; or 
 present staff in a number of schools with marketing information from a variety of 
available external providers, as identified through a network ethnography (Sperka & 
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Enright, 2017 – Chapter Three), and question the appeal of each of these 
organisations. 
 
In both of these research projects, a focus would need to be placed on what elements of an 
external entity are most favoured. Features to be explored could include: the size, history, 
popularity, or governance structure of the organisation; the associated costs; whether their 
products and services align with relevant curriculum documents or utilise a specific 
pedagogical approach; the research or evidence underpinning the products and services; 
the qualifications of the organisation’s staff; and the delivery format. Furthermore, these 
studies would need to be conducted with school staff who are in the positions to make these 
outsourcing decisions. 
 
Secondary school settings 
Studies that extend the work completed in this thesis on outsourcing practices in HPE in 
secondary school contexts are also necessary, as there is still quite a lacuna of research 
that presents data generated in that setting (Sperka & Enright, Forthcoming – Chapter Six; 
Williams, 2012; Williams et al., 2011; Williams & Macdonald, 2015). A larger number of 
secondary schools researched, in a wider variety of contexts, would enrich this area of the 
literature. This should include secondary schools that are in diverse locations (i.e. 
metropolitan and rural, as well as within and outside of Australia), have varying socio-
economic status, are in different schooling systems (i.e. public and private) and have a range 
of structures (i.e. single sex and co-educational). There are several matters that require 
more attention in outsourced HPE research that is undertaken in schools, both primary and 
secondary. This includes continued engagement with students about their positioning in, 
and perspectives of, outsourced HPE as well as further investigations on how outsourcing 
impacts curriculum, pedagogy, and assessment in the subject. 
The student voice work completed in this thesis is, in many ways, research ‘on’ 
students rather than ‘with’ them. To progress this area of the scholarship forward, future 
projects can move from engaging with ‘students as active respondents’ (i.e. students 
discussing their learning and the approaches to teaching) to either ‘students as co-
researchers’ (i.e. students co-researching matters of agreed significance) or ‘students as 
researchers’ (i.e. students completing self-initiated research) (Fielding, 2004, p.201). 
Participatory Action Research (PAR) is one example of a research approach that could be 
employed to achieve this as it acknowledges that students ‘possess expert knowledge 
derived from their everyday participation in the contexts under investigation and their direct 
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engagement with the issues under study’ (Rodríguez & Brown, 2009, p.23). PAR studies 
could involve students conducting a critical inquiry on outsourcing ‘that includes establishing 
key research questions and methods to answer them, such as participant observation, 
qualitative interviews and questionnaires…’ (Cammarota & Fine, 2008, p.5). 
Future school-based investigations on the three message systems of curriculum, 
pedagogy, and assessment (Bernstein, 1974) in outsourced HPE could benefit from more 
researcher involvement ‘behind the scenes’ (e.g. Powell, 2015b). The work completed in 
this thesis primarily examined the interface between the external provider and curriculum, 
pedagogy, and assessment in practice. Although the semi-structured interviews with the 
three teachers (i.e. Senior Lead Teacher, Junior Lead Teacher, and HPE Teacher) and the 
Tennis Coach offered some valuable insight into the decision-making processes that occur 
about these three message systems before and during the Cardio Tennis unit, alternative 
research approaches could be generative. For instance, accessing any online 
communication or observing planning meetings between teachers and external providers 
about the division of labour and the assigning of responsibilities in relation to curriculum, 
pedagogy, and assessment, could be productive. 
 
Tennis Australia and Higher Education 
Finally, the focus of the thesis has been the outsourcing of HPE curricular work in secondary 
schools specifically, however, throughout the data collection process it became apparent 
that Tennis Australia wished to, and has, become increasingly involved in Higher Education. 
To understand Tennis Australia’s involvement in Higher Education, it is first important to 
explain their connection to practicing teachers. 
Through their ANZ Tennis Hot Shots and TSS programs, Tennis Australia has been 
involved in educating in-service teachers as one of the benefits provided to schools who 
commit to implementing either of these programs is ‘free participation for teachers at yearly 
professional learning run by Tennis Australia’ (Tennis Australia, 2018a). These professional 
learning opportunities include practical workshops that are often ‘delivered at Australian 
Council for Health & Physical Education (ACHPER) conferences in all states and territories 
to further support current practicing teachers’ (Tennis Australia, 2016). Tennis Australia also 
offer teachers access to online resources (i.e. online tutorials, video library, and curriculum 
and competition resources) through their learning platform ‘Bounce’ (Tennis Australia, 
2018b). In the last few years, there has been a shift from focusing just on developing the 
Tennis knowledge and skills of practicing teachers to moving to educating pre-service 
teachers. 
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During the semi-structured group interview with the three employees from Tennis 
Australia, the Schools employee stated that their focus for the next ‘12 months to two years’ 
would not only be ‘around developing the primary school competition’ and ‘getting the 
program into the secondary schools’ but ‘also working with our key university…all 
universities to help in the undergraduate teaching degrees as well’. Tennis Australia’s 
Annual Reports reflect this new direction. In their 2013-2014 and 2014-2015 Annual Reports 
there was no mention of university partnerships whatsoever, whereas in their 2015-2016 
Annual Report they stated that ‘as part of the strategy to engage and educate the next 
generation of deliverers, 20 university partnerships were established with institutions across 
the country to equip teachers with the knowledge and confidence to deliver’ (Tennis 
Australia, 2016). The Schools employee explained their reasoning behind this progression 
towards Higher Education involvement: 
 
We’ve always found it would be far more beneficial if a teacher walked out of 
their undergraduate degree having a basic understanding of tennis and how to 
deliver [it]. Now that we have the products and the programs available for them 
it made more sense. So we started a couple of years ago, started off with 
Victorian universities and speaking with them about how we could support 
them. Now it’s caught on a bit and now it’s spreading out a little bit 
further...Yeah, so I think it’s a real priority for us is to help the teachers…So I 
think it was sort of the horse before the cart. We had to get the programs ready 
and once the programs were ready, then it was we can take what those 
programs are to the universities, adapt it into their curriculums for their 
teachers. Then as soon as they come out they have something to offer. 
 
Tennis Australia’s, and indeed any other external organisation’s, increasing involvement in 
Higher Education is an area that requires future research. 
 
Concluding remarks 
In many respects, the case presented this thesis could be deemed a unique, and some 
might argue positive, version of the practice of outsourcing HPE curricular work. In terms of 
the program selected, Tennis Australia has made efforts to understand the educational 
context by aligning their TSS Program with the AC:HPE (Sperka et al., 2018 – Chapter Five). 
Further, the researched school delivered the program through an internal Tennis Coach. 
This meant that the Cardio Tennis component taught to students was not another ‘“add on” 
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and “pull out’ program’ (Luke, 2003, p.106). The Tennis Coach was also more aware of the 
school context in which they were teaching and had the potential to develop stronger rapport 
with students than an external coach or an outside provider. What this doctoral study shows, 
however, is that even in a context where the resourcing exists to employ both specialist HPE 
teachers and external providers, there are significant tensions and challenges. 
Overall, this thesis offers insight on the complexity of outsourcing in HPE and 
demonstrates how fertile the ground is for further research, especially as the practice 
continues to evolve. 
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Appendix 2 - DET Teaching and Learning Branch (Arts): External 
programs presented in state schools – Accreditation 
 
‘For a program to gain accreditation it must, where applicable, meet all standards specified 
below.’ 
Criterion Standard 
Alignment with Department of Education 
and Training policy 
 
The program: 
 Alignment with inclusive 
education policies  
(CRP-PR-009: Inclusive Education) 
 demonstrates depth and critical insight 
related to cultures, values, beliefs, 
perspectives and assumptions  
 demonstrates non-stereotypical gender roles 
in a range of ways e.g. knowledge, language, 
learning experiences, values and/or images  
 presents material with little or no potential to 
offend in its treatment/approach e.g. no racist 
or sexist language or content.  
 
Note: If any offensive material is included 
because it is considered appropriate and/or 
justified, there must be integrity in its purpose 
and implementation. 
 
 
 Alignment with health and safety 
policies  
(HLS-PR-012: Curriculum Activity Risk 
Management) 
 demonstrates appropriate safety 
considerations in the physical environment 
e.g. no exposed cords; props and backdrops 
secured where applicable; and barriers 
delineated to eliminate student proximity to 
risks etc.  
 
 Alignment with animal handling 
guidelines  
 (SCM-PR-011: Animal Ethics and 
Welfare in Schools) 
 demonstrates the appropriate treatment and 
procedures when handling animals involved 
in presentations.  
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‘For a program to gain accreditation it must meet all standards specified below’ 
Criterion Standard 
Alignment with curriculum 
 
The program: 
 Alignment with formal 
curriculum content, ideas 
and themes applicable to 
the year level/s  
 
(www.qsa.qld.edu.au, 
www.acara.edu.au) 
 
 demonstrates comprehensive, detailed and 
accurate knowledge of facts, procedures 
and/or concepts appropriate to the audience  
 presents content, ideas and/or themes that 
meet intellectual capacity of the audience 
and relevant curriculum demands  
 demonstrates depth and critical insight in the 
structure, organisation, sequencing and 
clarity of content  
 demonstrates staging that is engaging and 
appropriate for the performance  
 skilfully communicates, produces, uses 
strategies and/or performs for purpose and 
audience showing mastery of material, tools 
and/or techniques  
 presents content, ideas and/or themes that 
demonstrate capacity for teachers to engage 
the audience in further thinking and learning  
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Appendix 3 – Data collection summary 
 
 
  
Phase Participant Data Source 
Web-Audit N/A 
Website 
Videos 
Flyers 
Program Guide 
Assessment Rubric 
Activity Cards 
Tennis 
Australia 
Schools employee 
Program Development employee 
Coach Education employee 
Group interview  
School 
Head of Senior HPE 
Individual interview 
Office photos 
Field notes 
Tennis Resources 
Head of Junior HPE 
Individual interview 
Field notes 
Head of Tennis 
Individual interview 
3 Lesson observations 
Court and equipment photos 
Field notes 
Teacher 2 Individual interviews 
Students (4 – 2 male, 2 female) Focus group 
Students (4 – 2 male, 2 female) Focus group 
Students (4 – 2 male, 2 female) Focus group 
Students (4 – 2 male, 2 female) Focus group 
Students (3 – 1 male, 2 female) Focus group 
Students (3 – 1 male, 2 female) Focus group 
Students (3 – 2 male, 1 female) Focus group 
Students (3 – 2 male, 1 female) Follow-up focus group 
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Appendix 4 - External provider interview schedule 
 
 
Company 
1. What is the history of this company?/How was this company founded? 
2. What are the missions and visions of this company? 
3. Were these values what drove/motivated the company to enter the education field? 
How so? 
a. If not, what was it about the education field that interested your company? 
 
Products  
4. What area within the education field do your products/services target? 
5. What products/services do you offer to these schools and students? 
6. How many schools do you provide these products/services to? 
a. What is the percentage of private versus public schools purchasing your 
products/services? 
7. What are your most popular products/services for school engagement? 
8. Where do you see your future in relation to these school products/services? 
9. How are your products/services shaped and designed? 
10. Have you connected your product/services to the Health and Physical Education 
curriculum? How? 
a. How do you feel your products/services are contributing to the provision of the 
curriculum? 
11. What pedagogical or instructional practices are employed within your services? 
b. Why have these particular practices been selected? 
12. Do your products/services include any assessment of participating students? If so, 
when and how is it completed? 
a. Why do you assess the students? 
b. What do you do with the collected assessment data? 
c. Does your assessment contribute to the grading of the student within the school 
subject? If so, how? 
13. Are your resources compatible with any inclusive mandates? How so? 
 
Marketing/Engagement with Schools 
14. Who or what gave you entry into the school/school system? (Who invited you into 
the school?) 
15. Where and how do you market and promote your products? 
a.  Who is your target audience when marketing and promoting? 
16. How do go about connecting and engaging with schools? 
a. What communication processes are utilised to initiate and then sustain your 
relationship with a school? 
17. To what extent are the teachers at each school involved in your services?  
18. Has there been any resistance to implementing your products/services in schools? 
If so, how much? And from who? 
 
Intellectual Authority 
19. What knowledge bases are utilised to frame your products/services? 
20. What, if any, evaluation and monitoring techniques do you use to review your 
products/services? 
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Appendix 5 – Student focus group topics 
 
 
Experiences in Health and Physical Education (General) 
 Do you enjoy Health and Physical Education? What is it about the subject that 
makes it enjoyable/unenjoyable? 
 What have you studied previously this year in Health and Physical Education? What 
did these units look like? 
 Have you had any other teachers or individuals teach Health and Physical 
Education this year? What were they like? 
 What should HPE look/be like? 
 Digital and HPE connections. 
 
Experiences in their Tennis Australia Tennis Unit (Focus on Selected Company) 
 How do you feel about this tennis unit? 
o Do you enjoy it? Why/why not? 
o What is your favourite part of the unit? 
o What is your least favourite part of the unit? 
 What do you feel you are learning in this unit? 
 What are you learning about tennis? Health? Yourself? 
 How would you describe [Tennis Coach] as a teacher? Is he the same as every 
other teacher in the school? Is he your HPE teacher? 
 Do you get to contribute to the lessons? If so, how? 
 How do you feel about the assessment in the unit? Do you understand how you are 
marked in this unit? 
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Appendix 6 – Head Tennis Coach interview schedule 
 
Background Information 
1. What is your history/background with: 
a. Tennis? 
b. Tennis Australia? 
c. Teaching? 
 
Program Development Process 
2. What was your role in the development of the Tennis Australia program? 
a. What did this involve? 
b. Who else was involved? 
c. What knowledge of yours was drawn on? 
d. Was there general agreement about what should be included in the program? If so, 
what did this include? 
e. Was there anything people disagreed about? If so, what about? 
 
Engagement with External Provider 
3. Why was Tennis Australia’s program selected for your school tennis unit? 
4. How would this content have been delivered if a program was not available? 
5. Was there a process of adjusting/tailoring/changing the content, pedagogy, or assessment 
to fit the school environment? If so, what did this involve? 
a. What needed the most adjustment? 
b. How much did your background with tennis and connection with Tennis Australia 
influence this process?  
6. Has the program been successful within your school? If so, how did you know it worked? 
a. What criteria do you use to evaluate the effectiveness or quality of the program? 
c. How often do you complete these evaluations? 
d. Are these evaluations communicated to Tennis Australia? If so, how? 
 
Impact of External Provider 
7. How satisfied are you with Tennis Australia’s program in regards to: 
a. Connection with the Australian Curriculum for HPE? 
b. Recommended pedagogical strategies? 
c. Assessment resources? 
8. What benefits, if any, do you feel this program has contributed to both student: 
a. Learning in HPE? 
b. General experiences in, and impressions of, HPE? 
 
Connection with The University of Queensland 
9. Why teacher education? What made you want to get involved in it? 
10. What is your role in The University of Queensland’s coaching subject? 
11. How much does this delivery of the Tennis Australia program differ from what you deliver in 
schools? 
12. What role do you think Tennis Australia should play in physical education teacher 
education? 
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Appendix 7 – Lead Teacher and HPE Teacher interview schedule 
 
Health and Physical Education 
1. What value does the subject of HPE hold within your school? 
a. What time is allocated to this subject? 
b. Are either or both Senior Health Education and Senior Physical Education 
available? 
c. Is there a compulsory subject of HPE for all year levels? 
 
Engagement with External Providers 
NB: External providers refer to any companies, organisations or individuals external to the 
school that are offering educational services (full programs) or products (resources) to the 
school. 
 
2. In the last twelve months how many external providers has your school engaged 
with? 
a. What subjects were these external providers involved in? 
3. What were the names of the external providers that you engaged with for HPE 
specifically? 
b. What particular subject within HPE did they access (P-10 HPE, Senior PE, 
Senior HE, Recreation SAS, Outdoor Activities, Other)? 
c. Did these providers offer program-based services or teaching resources? 
4. What were these external providers employed to offer in HPE – planning 
units/programs/lessons, delivering units/programs/lessons or assessing and 
evaluating student work? 
 
Decisions to Engage with External Providers 
5. What, if any, guidelines or restrictions are in place for engaging with external 
providers at this school in regards to: 
a. Length of their employment (one lesson versus whole unit)? 
b. Amount per subject? 
c. Quality standard of the external provider? 
d. Legal requirements held by external provider? 
6. How were these guidelines or restrictions formulated? 
7. What accountability procedures are in place when working with these external 
providers? 
8. How influential are you in the decision process to engage with an external provider? 
a. What is your contribution or involvement in this decision process? 
9. How important were the following factors in deciding which external provider to 
engage with: 
a. Connection with school curriculum? 
b. Pedagogical knowledge of the instructors (if a program is offered)? 
c. Qualifications of the instructors (if a program is offered)? 
d. Inclusion of assessment or evaluation of student work? 
10. Where has the funding been sourced for the employment of external providers 
(School Budget, Student Participants, Other)? 
 
Engagement with Tennis Australia 
11. Why was Tennis Australia’s Tennis in Secondary Schools program selected? 
a. How and why was it decided that Tennis needed to be taught by the Head 
Coach rather than the usual HPE teachers? 
b. How would this content have been delivered if the coach was not employed? 
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12. Has there been any resistance to implementing this program? If so, how much? 
And from who? 
13. How much and what form of involvement, if any, do you have in the following 
processes: 
a. Planning or devising of services (adjustments to content, pedagogy or 
assessment to fit school environment) 
b. Implementation of program? 
14. What criteria do you use to evaluate the effectiveness or quality of the program? 
a. How often do you complete these evaluations? 
b. Are these evaluations communicated to the coach? If so, how? 
 
Impact of External Provider 
15. How satisfied are you with the Tennis program in regards to: 
a. Connection with the school curriculum? 
b. Inclusion of assessment or evaluation of student work? 
16. What benefits, if any, do you feel this program has contributed to both student: 
a. Learning in HPE? 
b. General experiences in, and impressions of, HPE? 
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Appendix 8 – Observation tool 
 Observations 
Curriculum 
 Does the teacher 
communicate what concepts 
are being taught and why? 
 Is there a focus on movement 
and physical activity? 
 Is there any connection to, or 
integration of, theoretical 
concepts? 
 Does the instructor prompt 
awareness of students’ prior 
learning and experiences? 
 
Dominant Discourses 
 Do the lessons reflect a 
dominant discourse? What are 
they and how explicit? 
 Are there promotional aspects 
of their delivery? What/how 
explicit? (Clothing, resources, 
statements) 
 Are these discourses 
imbedded into the lesson or 
are they only referred to? 
How? 
 Does the teacher mediate the 
promotional/sponsorship 
messages about the sport or 
obesity/mental health? 
 
Pedagogy 
 What styles of teaching are 
evident and to what effect? 
 Detail teacher 
instruction/demonstration. 
 Are multiple learning styles 
catered to? 
 Detail the teacher and student 
interactions and relationships 
(Use of student names, 
evidence of rapport) 
 
Student Engagement 
 Are students offered any 
choices/are they involved in 
any decision making 
processes? 
 Does the teacher encourage 
student participation? How? 
 Are students contributing?  
 Are most students, most of the 
time, authentically engaged in 
learning tasks?  
 Are students being asked 
questions? What style of 
questions? 
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Feedback and Assessment 
 Is feedback provided to the 
students? Is it frequent, timely, 
explicit, and informative? 
 Are any lesson or assessment 
expectations communicated to 
the students? 
 Are any assessment methods 
employed? Are students 
encouraged to assess their 
own work/performance?  
 What might students learn by 
the end of the session? 
 How implicit or explicit is their 
learning? (responses to 
questions, application of 
knowledge). 
 
Additional Observations  
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Appendix 9 – Student follow-up focus group 
 
HPE is different to other subjects 
Data 
‘Being away from the classroom’ 
‘A different way of learning’ 
‘Hands on… not just sitting down with the textbook’ 
‘A bit of a break from school’ 
‘Don’t have to do school work for an hour’ 
 
Questions 
1. Do you consider this to be an accurate representation of how HPE differs from other 
subjects? Why/why not? 
2. Are there any other differences between HPE and other subjects that are not 
discussed here? If so, what are they? 
3. It was mentioned that in HPE you had a few coaches take some lessons (i.e. 
Swimming Coach and Tennis Coach. In any of your other classes (e.g. Maths, 
Science, or English) have you ever had anyone other than your teacher or substitute 
teachers take a lesson? If yes: who were these people? If no: why do you think this 
happens in HPE and not in other subjects? 
4. What do you think about having people from organisations or companies coming into 
the school and teaching you in HPE? 
 
 
Student Voice 
Data 
‘Just tells us what to do’ 
‘Tells us how to do them [the exercises]… and we just do them’ 
 
Questions 
1. Do you consider this to be an accurate representation of how you were taught in the 
HPE lessons? Why/why not? 
2. In other HPE units last year and even this year, did you have more or less of a say in 
what happened in the lessons? How do you feel about that? 
3. What about in other classes (e.g. Maths, Science, or English?) 
 
 
Data 
More of a say in ‘choosing units’ and ‘with the activities’ 
Teachers should ‘have a bit of a survey on what people actually want to learn in PE, or do 
in sport’ 
 
Questions 
1. These were a few options given for students to have more of a voice in HPE lessons. 
What are your thoughts on these suggestions? 
2. Do you think they would work? Why/why not? 
3. Do you have any other suggestions for how your voice could be listened to and 
responded to in HPE? 
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Expertise 
Data 
Tennis Coach is ‘better with teaching tennis, because by the looks of it he looks really 
good at tennis, and he can control the ball and do what he wants. And [the HPE teacher] is 
just an all-rounder’. 
 
Tennis Coach: 
Is ‘more professional’ 
Has ‘been doing it [the sport] themselves’ 
Is ‘trained in that special area’  
Has ‘more knowledge on the subject’ 
 
HPE Teacher: 
‘We’re familiar with our own teachers because you can trust them a bit more’ 
‘You can be more comfortable around them’ 
‘You can ask them more questions… you can ask them personal questions as well’ 
 
Questions 
1. Do you consider this to be an accurate representation of the difference between your 
HPE teacher and the Tennis Coach? Why/why not? 
2. Do you prefer having someone teach you who knows a lot about the sport/physical 
activity you are learning or someone who knows more about you as a student? Why? 
